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CHAPTER 
THE PROBLEM 
The diversity of Am~rican higher education has long been proclaimed a 
major strongpoint of the country•s educational system. Colleges founded by 
varied groups of people. each with divergent educational purposes. have pro• 
vfded many different forms of higher education.from which prospective college 
students could choose. 
However, the meaning or meanings of "diversity in American hfgher 
education" ts all too often assumed and seldom analyzedc When one speaks of 
educational diverslty between public and private, denominational and non-denom-
inational. traditional and li,beral instltutlons. it can be in terms of 
diversity of sizes of student bodies, qualitative composition of student 
bodies, baste value orientations of the faculty, students and administrators, 
publtc or private control. types of admlnlstratlve structures, or range of 
achievement required for a bachelor's degree among different lnstltutlons. 
Importance of the Problem 
An understanding of educational diversity. tn its component forms. 
and a knowledge of whether or not American Institutions of higher education 
are actually as diverse as assumed is most Important to the future of 
American.higher education. As the costs of financing higher education have 
spiraled in recent years, private schools have increasingly petitioned state 
legislatures for public funds to assist them in the maintainence of their 
educational functions. One of the basic reasons voiced by these .institutions 
·. 
for requesting such aid ts that survival of private schools ts necessary for 
the preservation of diversity In higher education. 
2 
There Is no doubt that some form of financial assistance, from either 
state or federal sources, wilt be needed ff private Institutions are to endure 
Jn this period of rising costs and tight money. Yet. few question whether or 
not the diversity to be preserved among private and public colleges and uni-
versities ts in fact a reality. 
Another most crucial reason for examining the concept of diversity In 
higher education concerns the socialization role of institutions of higher 
education. If colleges and universities perform a vital role in the sociali-
zation of young Americans, as Handlin feels,1 the assumption of diversity In 
higher education would seem to conf lrm that a variety of paths toward ~uture 
participation in American adult society is available fn our colleges and 
universities. 
However, Newman In hf s 1971 Report On Higher Education asserts that a 
11homogenizatlon" effect is taking place. Though higher education has been 
known for its diversity In the past, Institutions have become quite similar. 
111t Is no longer true that most students have real choices among differing 
institutions In which to seek a higher educatlon. 112 Newman feels that If a 
primary goal of higher education is to assist the college student to fft In 
1 Oscar Hand 1 In and Mary Hand 1 f n, The American Co 11 eoe and Ame dean 
Culture (New York: McGraw-Hill Book Co. for The Carnegie Commission on 
Higher Education, 1970), p. 1. 
2Report On Higher Education, prepared by an independent Task Force 
funded by the Ford Foundation, Frank Newman, chairman (Washington, D.C.: 
Government Printing Office, 1971), p. 12. 
. \ 
3 
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wtth the dominant set of attitudes In American society, the growing uniformity 
of educational Institutions wlll accomplish this fact. 
If, on the other hand, one belfeves that an Important function of the 
higher education system ls to offer alternative models of careers and 
roles, including those which challenge and change society, then the 
homogenization of higher education ts a serious problem.3 
Contrasting Opinions About Diversity 
Mayhew points to the difficulty in analyzlng this problem when he 
acknoWl'edges on the one hand that diversity does exist in American higher 
education because of the variety of types of institutions which make up the 
educational system, t.e., liberal arts colleges, teachers colleges, state 
colleges, state universities, junior colleges, and technical an.d professional 
schools. Yet, on the other hand, " ••• all these institutions are seekf~g to 
do approximately the same thing. The techniques and approaches just seem to 
be different • .,4 
Brubacher and Rudy summarize the commonly held historical notion 
concerning diversity: 
American higher education has never conformed to one uniform pattern, 
whether of organization, administration, or support. The Dartmouth case 
of 1819, the absence of a state church, the presence of a highly compet-
1 tf ve denomtnallzation, and the deeply Ingrained American suspicion oS 
centralized power have all combined to produce educational diversity. 
Speaking of the liberal arts colleges tn the United States, Keeton 
3 Ibid •• P• 16. 
- . 
4 lewis Mayhew, Co11eges Today and Tomorrow (San Francisco: Jossey·Bass 
Inc., 1969). pp. 139-40. 
5John s. Brubacher and Wt11is Rudy, Higher Education In Transition 
(rev. and enlarged; New York: Harper and Row, \968), p. 395. 
. . 
-says: 
4 
·. 
1 ... 
From the perspective of optimizing learning and offering a spectrum 
of intellectual outlooks to test, the United States ts fortunate to have 
Institutions of higher education that differ markedly. We should sustain 
and enrich this variety.6 
In spite of the statements which have been made about the existence 
and Importance of diversity, a close reading of the recent literature suggests 
that American higher education is dominated by a structural 0 sameness" which 
stifles fresh curricular approaches and allows little freedom for development 
of new styles of academic expressfon. Hodgkinson in his 1970 study 
Institutions In Transition noted that 
••• the heralded diversity in American education may still be a fact, but 
ts becoming a declining force. Institutions of higher e~ucatfon are 
becoming more like each other than was true In the past. 
Martin, revfewing the problems of reform and innovation In higher 
education, states that 
at present, despite pretensions to diversity, we have as the Ideal for 
colleges and universities variations of only one model. That model ts 
the "verslty," and ltft variations are the mfniverslty, the university, 
and. the multiversity. · 
Delving beyond diversity of structures and functions,·and Into an 
assessment of the values that underglrd the supposed diversity In higher 
education, Martin designed an Institutional Character study to reveal the 
6Morrts T. Keeton, Models and Mavericks: A Profile of Private Liberal 
Arts College (New York: McGraw-Hill Book Co. for The Carnegie Commission on 
Higher Education. 1971), p. l3.-
7Harold Hodgkfnson. Institutions In Transition (Berkeley, Cal.: The 
Carnegie Commission on Higher Education, 1970), p. 2. 
8 Warren Bryan Martin, Alternative to Irrelevance: A Strategy for 
Reform ln Ht2her Education (Nashville, Tenn.: Abingdon Press, 19b~J, p. 20. 
. . 
5 
.. 
"Integrative value systems" of selected colleges and unlversides. H1s find-
ings lead one to question all basic assumptions about diversity in higher 
education. 
Contrary to the thinking of most educators, ••• substantlve value diver-
sity is not characteristic of American higher education. Diversity in 
organizational, methodological, and structural matters had led to con-
fusion about diversity in values. So much has been made of differences 
between public-private, university-liberal arts, rural-urban higher edu-
cation that it Is believed that because people organize themselves dif· 
ferently they must be different in ideals and aspirations. A necessary 
distinction between operational diversity and value diversity is often 
missed·-between what people do and what they aspire to be, between prac-
tices and the picture dominating their imagination.9 
Martin submits that the pervading ideology among academics today is 
"professionalism" or the professional standard. Faculty may be separated by 
departments or specializations, but are united tn desiring to be professionals. 
Hartin argues that fifty years ago, professionalism grew as a means of help-
Ing the individual institution to realize its fnstltutional philosophy and 
goats. But as higher education grew and the status of professions along with 
It, Institutional values and philosophies were neglected. Professionalism 
stepped in to fill the gap. In the selected colleges and universities in 
Martin's study 
••• Institutional character was not set by a philosophy of education or 
purposes and goals inherent to the institution, nor was institutional 
distinctiveness seen as the result of a commitment to Innovation or ex-
perimentation. Most of the schools had institutional character of a 
sort, but what they had was provided by the superinstltutional value 
orientation, professionalism. This condition was less noticeable among 
9warren Bryan Martin, Conformity: Standards and Change In Higher 
Education (San Francisco: Jossey-Bass Inc., J969) 1 p. 221. 
J(;·:...:...'.··.· -------------------, 
>·'. -
·. 
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the newer and innovative colleges of the study but tt was .. evident enough 
·even there to al low the general izatfon to stand. 10 · 
Thesis of the Study 
Among the aforementioned components of educational diversity are the 
currtcula of the American institutions of higher education. It Is sufficient 
·t~ say that proper Implementation of the curriculum of a school is central to 
the accomplishment of that institution's educational mission. Charles in his 
1965 summary of the bibliography of the recent literature on college curricula 
states that the dtscusston continues to center upon the relationaship between 
the "general" and the 11specta1 11 or "1 ibera1 11 and "professional" education. 11 
Mayhew acknowledges some innovations in undergraduate curricula such 
as Interdisciplinary studies, area studies and new relationships between 
liberal arts subjects and professional subjects, but no curricular effort has 
come close to the general education movement of the 1940's. Mayhew Is con-
Martin's questioning of diversity In values of administrators, faculty, 
and students at selected campuses along with Charles' and Mayhew's views of 
10tbid., p. 228. 
-11 Norman Charles, "The College Curriculum: An Annotated Bibliography 
of Recent Literature," Educational Record, XXXXVI (Fall, 1965), 439-56. 
12Mayhew, Co11eges Today and Tommorrow, p. 158. 
. \ 
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~~-----------------------------------------, ,..... 
·. 
7 
present currf culum developments raise the question which is the essence of 
this study. Given the many factors which lead to curriculum construction 1n 
colleges and unlversitles9 is there any diversity in the undergraduate liberal 
arts curriculum? 
This study analyzes the curriculum component of the "diversity" In 
American higher education •. Specifically, the structure of the liberal arts 
undergraduate Bachelor of Arts and Bachelor of Science curricula wl 11 be ex-
amined from both historical and current perspectives. 
The primary thesis of the study ts: little diversity exists in the 
structure of the Bachelor of Arts and Bachelor of Science undergraduate 
liberal arts curricula In colleges of arts and sciences in the United States. 
Corollaries of this thesis are: 
1. Bachelor of Arts and Bachelor of Science programs continue to be organ-
ized along traditional subject matter disciplines with little movement 
toward cross-discipline or Interdepartmental approaches to curriculum 
design. 
2. Few variations exist from the tradf ti·onal curriculum structure of general 
education or distribution requirements, and specialization in a major. 
3. Few institutions have Incorporated academic individualizing experiences 
for credit Into their Bachelor of Arts and Bachelor of Science under• 
graduate liberal arts curricula. 
4. Little diversity tn undergraduate liberal arts and sciences curricula 
exists between established public, "emerging publtc," Independent, and 
. ' 
8 
·. 
denornfnational four-year institutions. 
The "emerging public" institution concept arises from Dunham's analysts 
·· of multi-purpose institutions which are developing from the small state col-
~ leges or teachers colleges. This type of institution is found in the member-
ship of the American Association of State Colleges and Universities. It is 
a significant group of schools. for in 1967. 21 percent of alt college stu-
.d~nts or 42 percent of all students in four-year institutions were enrolled 
In these schools. Moreover. these institutions granted 26 percent of all 
bachelors degrees. 18 percent of all master's degrees, and 47 percent of all 
teaching degrees. 13 
Dunham 14 and Hodgkinson 15 have noted indicators of movement for 
change in status within this group of schools: 
1. Shifts tn the student population from female to male as the number of 
non-teaching major programs Increases. 
2. Desires by younger faculty to prepare professionals In their disciplines 
as well as teachers. 
3. Faculty wishes to teach only upper division courses. 
4. Evidence of more concern among faculty for their Individual disciplines 
on a national level than for their own inst I tutlonal problems. 
13E. Alden Dunham, Colleges of the Forgotten Americans: A Profile of 
jtate Colleges and Re9ional Universities (New York: McGraw-Hill Book Co. 
or The Carnegie Commlsston on Higher Education, 1969), pp. 30-1, 38-9. 
14 1bid., p. 48 
-
.
15Hodgklnson, Institutions in Transition, pp. 102-5. 
.. 
9 
·. 
Separation of this group from the 11estab1ished" state universities 
will provide greater opportunity for comparison in the assessment of diver-
sity In undergraduate curricula. Are these institutions a source of curricular 
diversity or are they just becoming like the "average" Institution? 
Innovation in Higher Education 
ft is important that those charged with the responsibility of cur-
rlculum review and change realize that "innovation" at one Institution may 
be old hat at another. Because diversity of arts and sciences curricula ts 
assumed to exist, one institution may "borrow" an innovative practice from 
a "leading" institution thinking that it has now provided an alternative form 
of educational experience, whereas, In reality, it has just contributed to the 
further homogenization of American higher education. As Dressel and Delisle 
have noted: 
Sound innovation comes about when ideas are organized, in new and ere-·· 
ative ways, Into a coherent whole' which promotes student learning. 
Change on this fundamental base is rare. 16 
The very definition of innovation within the educational context Is 
most difficult to formulate satisfactorily. As communication of ideas be-
comes greater and as faculty and administrators become more mobile, applica-
tion of last year's solution, whfch worked at College X, to this year's sit-
uation at College Z will become known as 11 innovatfon.". Brick and McGrath 
accurately characterize the definition of fnnovatfon in higher education: 
16Pau1 L. Dressel and Frances H. Delisle, UnderTraduate Curriculum 
.Trends (Washington, D.C.: American Counci 1 on Educat on, 1§69), p. 2 • 
. ' 
.' i '• 
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The denotation of some educational procedure or entity as an innova-
tion, we believe, is contingent on Individual or group perceptions with-
in a given social context. Therefore. it follows that when some time• 
honored educational practice Is transposed from its prior context to a 
new one, the practice may justifiably be termed an Innovation by the mem-
bers of the new social context, should these individuals perceive the 
practice as a new one. 17 
Perceiving the difference between so-called innovation and the arduous 
process of defining Institutional educational objectives and implementing the 
curricula to fulfill those objectives ts necessary if American higher educa-
tion is to continue to serve the needs of a fast changing society. 
Formulation and implementation of the curriculum of a particular tn· 
stitutton should be one of the central functions of the faculty and adminls-
tratton. But, as Mayhew suggests, this ts often not the case even at the more 
prestigious schools. Faculties may not even know how to analyze and change a 
curriculum. Mayhew states: 
In many respects curricula, especially for undergraduates, just grow In 
response to the organic needs or desires or Interests of the individual 
members of the faculty as ft ts constituted at any one time. As gener-
ations of faculty move on, their memories are perpetuated by the con-
tinued catalogue listing of the courses that reflected their individual 
tastes and styles. 18 
Yet, as Institutions of higher education seek new ways to fulfill 
educational objectives, they are presently being caught in the phi1osoph1ca1 
and political dilemma of becoming. either greater initiators of societal change 
or retaining the traditional role of teaching, research, and service, and in 
17Michae1 Brick and Earl J. McGrath, Innovation In Liberal Arts 
Colleges (New York: Columbia University, Teachers College Press, 19~9), 
PP. 4-s. 
18Mayhew, Colleges Today and Tommorrow, pp. 4-5. 
\ 
-some cases, exponents of both at the same time. In addition, financial re-
straints on both public and private institutions may play a limiting role in 
the development of diversity in undergraduate curricula. l9 
Understanding the nature of diversity in the undergraduate arts and 
sciences curriculum will enable an institution to more clearly see its pos-
ition in the higher educational scheme. Mayhew notes that "it ts a truism, 
although one frequently overlooked, Ignored, or even repressed, that the 
curriculum of higher education is determined by its ~tgher education'~· 
structure, which, tn turn, rests on the needs of society." 20 
Furthermore, in evaluation of curriculum, it ts most helpful to be 
aided by "several sets of eyes, 11 Faculties and administrations often look 
11 
at their curricula through very limited perpspectives. As Mayhew stat~s, 
there is a variety of evidence which an Institution should consider in making 
any curricular declsio~s, one such type of evidence being.~ ••• practices 
elsewhere and assessment of experienced gains and losses." 21 
If the nature of the diversity that does exist in undergraduate liberal 
arts and sciences education ts more clearly understood, educational lnstitu-
tfons will have proper perspectives in which to plan educational change. 
l9Leroy P Richardson, Undergraduate Curriculum Improvement: A Con-
ceptual and Bibliographical Study lDurham, N.C.: National Laboratory for 
Higher Education, 1971J, p. 12. 
20 Mayhew, Colleges Today and Tommorrow, 108. 
21 tewis B. Mayhew and Patrick J. Ford, Changing the Curriculum (San 
Francisco: Jossey-Bass Inc., 1971), pp. 14-5. 
. ' 
r.-. 
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Organization and Method of the Study 
In an attempt to grasp the nature of diversity In American higher 
education, the structure of the undergraduate arts and sciences curricula will 
be analyzed from historical and empirical points of view. Diversity and the 
factors which have affected It will be examined In a historical context from 
colonial times to the present. Though development of arts and' sciences cur· 
rlcula will be the focal point of the historical analysis, other factors such 
as the organizational structure of colleges, the development of the department, 
and faculty professionalism will be explored as they contribute to the un· 
folding of the arts and sciences curricula. 
To bring the historical analysis Into the sharpest focus possible, an 
Institutional curriculum structure analysis will be made of the arts an~ 
sciences bulletins from colleges and universities for the year 1970-71. This 
comparative study of the present day diversity in different types of arts and 
sciences colleges and universities combined with the historical presentation 
will provide the basis for determining the presence or absence of curricular 
diversity In American higher education. 
Institutions Studied 
The Institutions studied In the institutional curriculum analysts were 
chosen from the 1970-71 edition of Accredited Institutions of Higher Education 
published for the Federation of Regional Accreditfng Commissions of Higher 
Education by the American Council on Education. Institutions Included in the 
analysis were those fully accredited institutions offering at least a four-
year undergraduate liberal arts program. In larger universities, only the cur-
13 
·. 
rlcu1um of the "School of Arts and Sciences' was included in the study. If the 
tnstltution was divided into a school of humanities, schoo1 of social sciences. 
and schoo1 of science, the areas traditionally Included In an arts and sciences 
college were selected from each. 
Institutions excluded from the study were two-year institutions, four-
year Institutions offering only theologically related degrees or professional 
degrees,.and four-year Institutions offering only a Bache1or of Science de-
gree in engineering or only science related areas. 
The institutions were initially divided into three categories--inde-
pendent, denominational, and public--accordlng to the c1asslficatlon in 
Accredited Institutions of Higher Education. In order to present a larger 
basis of comparison, the 11pub1 le" classification was divided Into two c.ate-
gorles for this study·-Establlshed Public and Emerging Public. The Estab-
lished Public institutions are generally the state universities of the states 
along with certain origional large land grant Institutions. The Emerging 
' Public Institutions are the members of the American Association of State 
Colleges and Universities, generally the former teachers colleges and state 
colleges. 
Data Source 
The source of the data for curriculum analysis was the 1970-71 offtclal 
bulletin of each of the Institutions. It should be made clear to the reader 
that extraction of the data for this part of the study from the bulletins is 
not and cannot be exact.Because each school composes its own catalogue, there 
Is no regularity tn the way the components of the curriculum are presented. 
,-
·. 
In addition, statements about distribution requirements or major courses are 
often misleading or are not congruent with other sections of the catalogue. 
Thus, It was necessary to read each catalogue carefully. and in some 
1 lt 
cases, Interpret the meaning of the requirements and general structure of the 
curriculum. It ts felt, though, that the general expertise gained over the 
years by this writer in interpreting graduation requirements for concerned 
students, provided consftency and objectivity In evaluation of the curriculum 
structure of the institutions studied. 22 
Desl2n of the lnstitutlonal Curriculum Analysis 
In order to extabJish the present curricular practices ln undergraduate 
ltberal arts institutions, a quantitative and descriptive analysis was made 
of the curriculum structure of each school. The componenets of the curriculum 
structure and related curricular practices presented in the study are: 
1. General education core and the courses taken in It. 
2. Directed electives, usually related to major requirements. 
3. Departmental major requirements. 
4. Free electives. 
~. 
I 
lndlvidualizing or Integrating learning experiences, different from the 
traditional classroom approach. 
6 •. Descriptions of non-traditional major programs or other interdisciplinary 
or interdepartmental programs available in the institutions studied. 
7. Use of Advanced Placement or other types of credit by examination. 
:; 
22see Dressel and Delisle Undergraduate Curriculum Trends pp. 78-80 
for a discussion of the use of college bulletins as source documents. 
'\. 
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s. Number of hours in required "general educationnt!courses. 
Number of hours required for each type of major offered in the arts and 
sciences area at each institution. 
1o. Number of hours of directed electlv~ courses for. the various majors In 
the arts and sciences area of each Institution. 
11 Number of hours of free electives in the various majors in the arts and • 
sciences area of each Institution. · 
12. Requirements for a minor and number of hours in the minor. 
13. Structure of the academic calendar. 
14. Grading systems. 
15. Organizational structure of the major concentration. i.e., departmental, 
area or divisional, or Interdepartmental or other. 
A form was developed to tabulate the quantity and frequency of the 
curriculum components and related curriculum practices. (See Appendix B) 
The results were compiled by type of institution: 
t. Independent. 
2. Denominational. 
3 •. Es tab 1 lshed Pub 1 i c. 
4. Emerging Public. 
Lirnf tations of the Study 
The institutional curriculum analysis part of this study deals only 
With the components of the undergraduate arts and science curricula in the 
Unfted States as they are presented in the bulletins of the institutions in 
the study. There ts no way short of visf ting each campus to assess the force 
. ' 
16 
.• 
the interaction of the faculty, students, and administrators at a particular 
institution quite diverse from other Institutions which 
have, on paper, a similar curriculum structure. However, curriculum planners 
111115 t begin somewhere, and hopefully, an examination such as that presented in 
pages will provide a starting point for new and more creative ways in 
which faculty, students, and administrators may interact within a particular 
educational situation. 
Summary 
The diversity In American higher education has long been considered 
.. a mainstay in our educational system. Spokesmen for higher education pro• 
claim the necessity for the preservation of diversity in higher education, 
yet the nature of this diversity ts seldom defined fully. In an attempt to 
understand this diversity, the structure of the undergraduate arts and sciences 
curricula will be analyzed from historical and empirical points of view. 
Diversity and the factors which have affected It will be examined In 
a historical context from colonial times to the present. To analyze more 
fully the extent of the development of the diversity tn arts and sciences 
curricula, an institutional curriculum analysis was made of the structure of 
the 1970-71 arts and sciences curricula In colleges and universities in the 
United States. To further assess diversity, the institutions were divided 
according to four types--lndependent, Denominational, Established Public, 
and Emerging Public. 
Finally, implications of the historical and empirical analysis will be 
drawn with suggestions for further study. 
-·. 
CHAPTER I I 
THE LIBERAL ARTS UNDERGRADUATE CURRICULUM; 
COLONIAL BEGINNINGS TO THE CIVIL WAR 
Initial Influences 
I. After God had carr-ied us safe to New England, and Wee had buflded 
our houses, provided necessaries for our Jiveli·hood, rear'd convenient 
places for Goda worship, and set1ed the Civtl1 Government: One of the 
next things we longed for, and looked after was to advance learning and 
perpetuate it to Posterity; dreading to leave an Illiterate Ministery 
to the Churches. when our present Ministers shall lie in the Dust. And 
As wee were thinking and consulting how to effect this great Work; it 
pleased God to stir up the heart of one Mr. Harvard ••• towards the erecting 
of a College •••• 1 
This excerpt from a promotional pamphlet about Harvard College in 1643 pro• 
vides the key words necessary to an understanding of the purposes of the colo-
nlal colleges of the seventeenth and early eighteenth centuries in the United 
States. There is no doubt that training the future ministers was uppermost in 
the minds of the colleges• founding fathers. Over seventy percent of the 
graduates of Harvard in the 1640's were ministers. 2 But education of the 
future professional men for public service was also an objective of the colo· 
niaJ college program. 3 The Charter of William and Mary College in 1693 
clearly reveals this dual purpose in founding the colonial colleges. 
lsamuel Eliot Morison, The Founding of Harvard College (Cambridge, 
Massachusetts: Harvard University Press, 1935), p. 432. 
2samue1 Eliot Morison, Three Centuries of Harvard (Cambridge, Massa• 
chusetts: Harvard University Press, 1936), pp. 189-91. 
3John s. Brubacher and Willis Rudy, Higher Education In Transition 
(New York: Harper and Row, 1968), p. 6. 
. · ..
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••• to the End that the Church of Virginia may be funlshedw_ith a Seminary 
of Ministers of the Gospel, and that Youth may be piously educated In 
good Letters and Manners ••••••• to make, found, and establish a certain 
Place of universal Study, or perpetual College of Divinity, Philosophy, 
languages, and other good Arts and Sciences •••• 4 
Diversity was an issue from the very beginning of the American col-
leges.. Hofstader and Smith, Rudolph, and Butts agree that the early colonial 
Institutions closely imitated the curriculum and general collegiate structure 
of the English schools in which many of the early American college founders 
had been educated. 5 Handt in, however, feels that the colonial colleges were 
not mere copies of the English institutions, but 11 ••• took form out of the 
conditions of migration and settlement." In their initial colonizing, the 
English did not usually establish colleges in new lands. It was more usual 
6 to send the son back to England for his education. 
Despi:te Handlin's dissentfng view, the early colleges were residential, 
espoused the classical curriculum, and were governed by a body of rules very 
similar to Cambridge and Oxford. If diversity existed at this time, It was 
the various sectarian religious beliefs of each college and the control struc-
4 . . 
Edgar W. Knight, ed., A Documentary History of Education in the South 
Before 1860 (Chapel Hill, North Carolina: University of North Carolina 
Press, 1949), I, 401. 
5R. Freeman Butts, The College Charts Its Course (New York: McGraw-
Hill Book Company, 1939), p. 44. 
Richard Hofstader and Wilson Smith, American Higher Education: A 
~ocumentary History (Chicago: University of Chicago Press, 1961), I, 2-3. 
Freder1ck Rudolph, The American College and University: A History 
Vintage Books (New York: Random House, 1962), p. 4. 
6
oscar Handlin and Mary Handlin, The American College and American 
Culture (New York: McGraw-Hill Book Company for the Carnegie Commission on 
Higher Education, 1970), p. 6. 
. 
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ture which differed from the European model. While the European colleges 
and universities had been established by mature scholars, the American colleges 
were creations of the various communities wishing to consolidate the faith 
and provide general learning. The evolutfon of the control of Harvard from 
a non•resident Board of Overseers composed of community leaders t~ a resident 
Corporation of college officers and faculty, and finally to a non-resident 
Corporation 7 in 1723 f s a case In point. 
The liberal arts curriculum in England tn the seventeenth century was 
composed of the medieval liberal arts (Trivium and Quadrivium) but with little 
emphasis on music, the reformed philosophy of Aristotle (ethics, politics, 
physics, and metaphysics), and the Renaissance studies of classical Latin, 
Greek, Hebrew, and some orfental languages. Disputation and declamation were 
still the common forms of academic expression~ 8 
The atmosphere in whtch the 1 iberal ·arts curriculum of the American 
colleges was conducted was decidedly influenced by the British model of res· 
idential.communal living away from the cares of non-academic life. The con-
tlnental European university had developed in the cities close to the commer· 
cfal Interests where the legal and medical professions thrived. In the 
English institutions, there was an emphasis on tutorial learning to prepare 
7Hofstader and Smf th. American Higher Education. I, 2-3. 
Samuel Eliot Morison, Harvard Co1lege fn the Seventeenth Century 
(Cambridge. Massachusetts: Harvard University Press, 193bJ, I, 5-H. 
Richard Hofstader, Academic Freedom in the Age of the College (New 
York: Columbia University Press, 1955} • p. 86. · 
8James J. Walsh, Education of the Founding Fathers of the RepubJic 
(New York: Fordham University Press, 1935). p. 9. . 
\ 
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men for service tn either the church or the state. 
Basis of the Classical liberal Arts Curriculum 
For Butts, the establishment of Harvard College combined three ideals 
for the colonial founders: 1) the medieval Idea of the seven liberal arts as 
necessary for a liberal education and preparation for professional study, 2) 
the Renaissance Ideal of classical studies as necessary for "gentlemanly 
educatlon° with emphasis on classical language and literature, and 3) the 
Reformation ideal of religious control of education for sectarian purposes 
and for training of ministers to spread the faith. 9 Rudolph, and Brubacher 
· and Rudy note also the importance which the colonial colleges attached to 
Hebrew. lO 
Underlying these ideals was a theory of knowledge which would guide 
the liberal arts and sciences until Charles Eliot institutionalized the 
elective system in 1869. First, truth was considered as fixed and final to 
the Puritan mind. Science had made few Inroads Into man's seventeenth cen-
tury beliefs about the universe. liberal arts traln_ing in the strict med-
ieval sense was merely preparation for theological learning. Secondly, if 
truth was fixed, certain subjects in the liberal arts curriculum had to be 
prescribed for all if proper learning was to take place; not to mention learn-
ing which was In concert with the particular religious bel lefs espoused by 
the individual colleges. Thirdly, this type of liberal education involved 
9sutts, The College Charts Its Course, p. 47. 
10srubacher and Rudy, Higher Education in Transf tion, p. 13. 
Rudolph, The American College and University, p. 34 
21 
linguistics and literary subjects defined by the Renaissance mind 
'es the knowledge proper for men of station. The Greek tradition of education 
for the free citizens had been translated over the years into an aristocratic 
. 11 
view of higher education only for the few. 
This aristocratic attitude toward education tempered the socialization· 
of the colonial colleges; little diversity in the curriculum or the 
existed in the colleges. Though the social distinctions of English 
never developed tn America. the colonial colleges were not egalitar· 
12 Family station determined entrance and status in college~ 
This theory of knowledge which held truth to be permanent and absolute 
reinforced by the prevailing conception of the nature of the mind··faculty 
,syehology. This theory maintained that the mind had a set of "faculties" 
like reason, memory, Imagination. etc., and that the object of education 
. ,should be a form of mental dlscipl fne whf ch would train the faculties for 
their individual and proper uses. The wide use of drill derived fts academic 
strength from this psychological concept. l3 Though this Idea was to die as 
science discovered more about the functions of the human brain, it undergirded 
the methods of teachlng the rigid class teal curriculum. The Yale Report 
of 1828 gave faculty psychology its ,last great boost as a basis of the method· 
ology of the classical curriculum. 
11 Butts, The College Charts Its Course, pp. 48-50. 
12Handltn, The American College• p. 10. 
Morison, Harvard College in the Seventeenth Century, I I, 452. 
13Richard 
Educat f on 
1 
Hofstader and C. Dewitt Hardy, The Development and Scope of 
in the United States (New York: Columbia Univer~!tY Press, 
I 
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What, then, was the content of the classical curriculum of the colonial 
eolleges? The entrance requirements for passage from grammar school Into col· 
lege provide an opening view. Cotton Mather, tn his ecclesiastical history 
of New England first published in 1702, details the method of entrance Into 
Harvard: 
4. When scholars had so far profited at the ~rammar schools, that 
they could read any classical author into Englis , and readily make and 
speak true Latin', and wrl te It In verse as wel 1 as prose; and perfectly 
decline the paradigms of nouns and verbs In the Greek tongue, they were 
judged capable of admission in Harvard College •••• 14 
The methodology of the collegiate curriculum flowed from the faculty 
psychology concepts and from the dictum that a fixed body of truth was to be 
learned through the classical curriculum. /Disputation, delcamatlon, recitation 
of prescribed texts, drill, and regulated study formed the framework in which 
the subjects were offered. 
At its inception, the Harvard College curriculum was three years long 
Instead of the present four year standard. The fourth year was probably 
added about 1655. l5 The 1642 curriculum attempted to follow closely the con• 
cept.that only one subject should be taught each day. Disputations were 
carried out In the true tradition of Abelard with the rules of logic for de· 
bate fully applied. 
The curriculum of 1723 provided a more fully deve toped cl ass I cal cur· 
rtcutum over the four-year period. Freshman year began with recitation of the 
14cotton Hather, Magnalia Christi Americana (Hartford, Connecticut: 
Silas Andrus and Sons, 1853), It, 12. 
l5Horison, Harvard College in the Seventeenth Century, I, 139, 145. 
! . 
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THE HARVARD PROGRAM OF 1642 
· THE TIMES AND ORDER OF THEIR STUDIES 16 
FIRST YEAll 
S-9 a.m. IO-II 2-3 p.m. 
M.&T. Looic i-iii; PHvs1c~iv study study I n;.,,....... . . •. study study . . 
Wed. GREEK GRAJ41'1All ~,;:_c .: study .. ... study Grammall'cal practice : study·.· i·. ,. study : ·, -:..i·'-
Thurs. HEBREW GllAMMAll study study Helmw Bible reading.t ·. study .· study : . .:i. 
Fri. RHETORIC Decl:imations study Rhetoric rest of day .. 
'•. 
., 
Sat. D1v1N11·v CATECHETICAL study study I HISTORY ii, iii; NATl1AE __ , 
OF PLANTS, i, iv 
SECOND YEAR ··~ .. 
. 8-9 a.m. 9-10 IO-I I 2-3 p.m. 
M.&T. study ET!IICS & POLITICS study I """' Disputations . study Wed. study GR.EEK GIUMMAR. study study Greek Poetry J study Thurs. study 
' 
ARAMAIC stuqy study Aramaic rtading.t • study 
Fri. RHETORIC -,, ·Declamations study Rhetoric rest of day: 
Sat. D1VINITY CATECHETICAL study· study I -· '. ,:'. 
THIRD YEAR. 
8;1 a.m. g-10 10-II 2-3 p.m. 3-4 4-5 
M.&T. study. · . J study . .· . Aurn.&GEO.. I "ody I study. Disputations i-iii;· ASTRONOMY iv 
Wed. 'Perfect their [Greek] Theory before noone' Gm! Col";,;,., 
Thurs. study study SYRIAC · · study study Readings in S]rinc N. '.t. 
Fri. RHETORIC Declamations study Rhetoric rest of day 
Sat. D1vrn1TY CATECHETICAL Commonplaces study I 
4. 'Ezra and Dane!.' t, 'Etymologie and Syntax.' · · 
2. 'Prosodia and Dialects.' , , 
3, 'Practice in Poesy; Nonnus, Duport, or the like.' · 
S· 'Exercise Style, Composition, Imitation, Epitome both in Prose and Verse.' 
.Note: ·are reef tat Ions, and small· Roman numera:l~sare sm·a11"ca~i<t~ti.;r~ ,Jectures, italics. 
the quarters· of ~the academic year._ 
•. . . : . ~ .. r", • ' •... · •• ·'·. .. ~ • • . • 
. _.;'""· 
.... ,.. .,_. •. .,~; .... .:;,.~ ...... -.(~;.. ....... ~ .. ·-~-:.··; .. :..: •• / •' ;.:..,~...: .. ::.: •. ..t ·,. .• ,., >-'1.,; •· • 
. ·<~:.:,·:·~0._.~-:~:-~ 
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classical authors such as Tully, lsocrates, Homer and Virgf1; Work from the 
Greek testament and catechism; recitation from rhetoric and Hebrew grammar; 
and logic and disputations. Sophomore year brought more recitation in logic, 
Greek and Hebrew grammar, and the Introduction of natural philosophy. Junior 
year Included more recttatton In Greek; the introduction of physics, meta-
physics, ethics and geography; and disputations of physical, metaphysical and 
ethical questions continued. Fourth year commenced the study of arithmetic, 
geometry, and astronomy; review of grammar, logic, and natural philosophy and 
continued disputation in philosophical and astronomical questions. Geography 
was the only new subject introduced in the 1723 curriculum and the history and 
botany of the 1642 curriculum seemed to have been dropped. The Harvard cur-
rtculum was more rigid than that of Cambridge at that time. Each student was 
required to study the same subject at the same time with the same class. 17 
Admission to Vale Jn 1745 required that: 
••• They shall be able Extempore to Read, Construe, and Paree Tully, 
Virgil and the Greek Testament: and write True Latin Prose and to under-
stand the Rules of Prosodia, and Common Arithmetic, and shall bring 
sufficient Testamony of his Blameless and inoffensive life. 18 
Once school began for the new freshman, the tutors were charged to: 
••• lnstruct ••• thefr respective Classes in the Knowledge of the Three 
learned languages, and in the Liberal Arts and Sciences • In the first 
Year They Sha11 principally Study the Tongues and Logic, and Shall Jn 
Some measure pursue the Study of the Tongues the Two next years. In the 
Second year They Shall Recite Rhetoric, Geometry and Geography. In the 
Third Vear, Natural Philosophy, Astronomy and Other Parts of Mathematlcks. 
l7tbid., p. 6. 
18Franklin B. Dexter, Bioqraphical Sketches of the Graduates of Yale 
£.!>liege with Annals of the College History, 17q5-1763 (New York: Henry Holt 
and Company, 1S96), ti, 2. 
' I 
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In the Fourth Year Metaphysics and Ethics. l9 
Because of this methodology and the concept of a fixed body of truth, 
colleges tn this period lost any uniqueness they might have had by forcing all 
students into much the same mold. Those attempting to follow a path toward 
anything but the ministry had to adapt as best they could. 20 
New Ideas 
The concept of utlllty, which would later bring diversity to the col• 
leglate curriculum, was just beginning to be felt before the Revolutionary 
War. Though some modern languages and science crept Into curriculum of the 
colonial colleges. It was still oriented to preparing ministers and did not 
appeal to the merchant ore legislator who might wish to provide a higher educa-
tion for his son. On the othe.r had, though, the practical side of a particular 
college's educational program was often proclaimed In situations where the 
college needed money from the Commonwealth of Massachusetts by pointing out 
the value of having educated men In the courts and the professions. 21 
As the colleges moved toward the nineteenth century, two forces••the 
ideas of the Enlightenment and the changing nature of the country as the 
people moved out of the original colonies·-exerted their influence for change 
in the liberal arts curriculum. The Enlightenment man looked to natural law 
and human reason rather than divine revelation as an ultimate standard, aJong 
19lk.!!• • P• 6 
20Hand1Jn, The American College, pp. 15, 31. 
21 tbid~, pp. 16-17. 
Morison, The Founding of Harvard College, pp. 249-250. 
\ 
~~~'.'_. ----------------------------, 
'! II"""'.""" 
'· 
,. 
:\. 26 
·. 
wtth an optimism that social Institutions could be made better for the masses 
of men. The man of the Enlightenment placed his faith in the power of science 
to change things for the better. The Ideas of this period generally brought 
more freedom of expression and thought and attacked irrational beliefs and 
superstitions. The new sciences and philosophy of the Enlightenment expressed 
1n the works of Newton, Locke, Berkeley, Hume, and Hobbes began to make their 
Impact In the liberal arts curriculum In the middle 1700's through study of 
mathematics and natural science as well as·Engllsh language and literature·and 
modern foreign language. Much of this new influence was due to the reforms 
which took place In the Scottish universities which were later adapted in 
- Ameri_ca. 22 
The Scottish universities of Aberdeen and Edinburgh, unlike Oxford 
and Cambridge, were not only deeply influenced by Enlightenment philosophers 
and scientists, but were also centers of the new movements themselves. 23 
The influence of the Scottish ferment was felt most directly at the College of 
New Jersey (Princeton) and the College of Philadelphia (University of Pennsyl-
vania), but there is some evidence of prior connection. Although Morison 
assigns the role of exemplar for Harvard to Emanuel College at Cambridge be• 
cause a number of Harva,rd founders were alumni, it ts Interesting to note 
that Harvard graduation theses sheets of the 1640 1s were almost Identical to 
22Butts, The College Charts Its Course, pp. 49·51. 
23srubacher and Rudy, Higher Education In Tr~nsition, p. 15. 
Douglas Sloan, The Scotti sh En 1 l ghtenment and the Amer I can College 
lfea1 (New York: Teachers College Press, Teachers College, Columbia Univer~: 
s ty, 1971)' p. 15. 
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those of. the University of Edinburgh. William and Mary was founded in 1693 
by James Blair• a graduate of Marischal College (Scot~and) and used the 
specialized professorship system which was employed at Marischal until the 
24 1750"s • 
The unexpected death of Samuel Finley in 1766 left the College of 
New Jersey without a persident. After lengthy negotiations, John Witherspoon, 
at age forty-five an established scholar and preacher, was persuaded (with 
help from Benjamin Rush. then a medical student at Edinburgh) to assume the 
presidency in 1768. Within a few short years, Witherspoon's convictions had 
expanded and enlightened the curriculum at Princeton so that ft prepared not 
only ministers, but also public servants and men of learning. 25 
fn hfs own lectures, Witherspoon attempted to bring the Enlightenment 
to America by discussing the reconciliation of reason with revelation since he 
believed that faith must have a strong basfs in reason. Furthermore, Wither• 
spoon advocated the application of empirical methods to moral philosophy in 
the same.manner that Newton had to natural philosophy because it was safer 
to reason upwards from facts than to reason downwards from metaphyscial prin-
ciples. 26 
The establishment of the Co1 lege of Phi ladelphf a 11 lustrates another 
combination of American and Scottish thinking. Franklin first learned the 
24. Sloan, The Scottish Enlightenment, pp. 20-1. 
25~. t p. 117. 
26~. t p. 123. 
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elementary ideas about 11 electrical fire" from Adam Spencer, ~·Scots physician 
and graduate of Edinburgh medical school. In 1759, Franklin journeyed to 
Scotland to receive an honorary doctor of laws· from St. Andrew's University 
and to meet with David Hume and Adam Smith. 27 
Franklin brought some diversity to the classical curriculum through his 
own "self-made man" concepts and the enlistment of two Scottish educators, 
William Smith and Francis Alison. As outlined in his Proposal Relating to the 
Education of Youth In Pennsylvania, Franklin maintained that useful pursuits 
must be integrated Into educational programs. With Smith as Provost and 
Alison as Vice-Provost, formerly of Aberdeen and Edinburgh respectively, the 
curriculum was not as advanced as the reforms at Aberdeen, but did have the 
trade and commerce elements so Important to Franklin, as well as other·ad-
vancements In the classical curriculum. 
Though classics were taught in all three years of the program, English 
language and literary criticism were given about equal time, a movement which 
Scottish education had pioneered. Logic and metaphysics were ta~ght tn the 
first year, but the most modern texts were used. The currlculum also pro• 
vtded a modern study of mathematics, moral philosophy (ethics, history, law 
and government) and natural philosophy (astronomy and chemistry). 28 
Scottish higher education through those Americans who;studted:J;n 
27 -Ibid., PP• 1 2. 
-28 1bid., p. 84. 
TiiOmas H. Montgomery, A History of the University of Pennsylvania 
from i ts' ·foundation to A. D. 177"""0-""(P'""h-t .... J"'"a.-d"'"e ... l"""p""'h""'i_a_:-... Ge_o_r_g_e_w"".-J-a_c_o ... b_s_a_n'"'d......,C,...o-m--
pany, 1900), pp. 236-9. 
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Scotland or Scotsmen such as Witherspoon, Smith, and Alison, influenced many 
early practfces such as the specialized professorships, the emphasts on nat-
ural philosophy, civil history, advanced mathematics, and modern moral phil-
osophy, and the deemphasis of old scholastic logic and metaphysics. Presenta· 
tion of instruction in English and the study of English literature, rhetoric, 
and grammar passed from Scotland to America as did the elements of Scottish 
medical education. With some trained professional Scottish physicians and 
scientists in the United States, the use of demonstration classes grew, espee• 
ially in medical schools, and by 1880, the study of science in colleges began 
to move out of the hands 9f talented amateurs. 29 
At Harvard, Copernican astronomy had already begun to replace that 
of Aristotle and Ptolemy by 1728. 30 In 1743, the Harvard curriculum fnelud-
ed Enlightenment works such as-Astronomy by Watts, Natural Philosophy by 
Gravsande, a disciple of Newton. Elements of Moral Phf 1osoph¥ by Fordyce, and 
Essay on Human Understanding by Locke. 31 
tn 1767, an important change In methodology took place at Harvard• 
Previously, each tutor taught all the subjects In the curriculum to a partic-
ular class. The first evidence of academic specialization at Harvard came as 
tutors were required to teach only one or a few subjects. 32 During this per• 
29sloan. The Scottish Enlightenment, p. 236. 
30Mortson, Harvard College In the Seventeenth Century, I, 214. 
31Morison. Three Centuries of Harvard. p. 89. 
32aenjamln Pierce, A History of Harvard Universitv from its foundation 
~ the year 1636 to the period of the American Revolution (Cambridge, Massa-
c usetts: Brown. Shattuck and Company. 1833), pp. 2q5-6. 
·, 
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Yale, however, retained the traditional system of one tutor teaching all 
subjects to one class and deepened its commitment to the religious nature of 
the liberal arts curriculum and the prescription of courses necessary to ful• 
that mission. 33 
.. The period after the revolution saw the establishment of the first 
state universities: University of Georgia (1785), Untversity of North Caro-
Una (1789), University of Tennessee (1794), and South Caroltna Co1tege 
(University of South Carolina. 1801). Though an Institutionalized feature of 
• these new state schools was their Interdenominational character, t t was ques• 
ttonable tn these early days whether or not there was a full non•sectarlan 
commitment, particularly at. the University of Georgla. 34 However, the pro• 
gram of the University of North Carolina In 1795 offered some deviation from 
the typical classical curriculum by offering courses In English language, 
government and political constitution of the United States, and mathematlcs.35 
Though the curriculum was in the main unbending, life in the colonies 
was changing. As people moved to areas outside the control of the Puritan 
theocracy, the control of the state church lessened. A commercial spirit of 
trade arose and with lt a new class of men, formed from the self-made Franklin 
mold. Even Harvard In the period 1737 to 1769 shifted its rel fgtous orien• 
tatton from early Calvantsm to eighteenth century Deism and Unf tartantsm. 
33eutts, The College Charts Its Course, p. 65. 
34 Reverend Ezra Stiles Ely, A.M., stated preacher in the Hospital and 
Almshouse f n the ct ty of New York, 11 f!eview o1J A Contract between Calvan Ism 
and Hopktnstanfsm," General Repository and Review, 11 f, (Aprt 1, 1813), 364-5. 
35Knight, A Documentary History of Education, Ill, 23·6. 
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Butts sees the change.at Harvard due, at least fn part, to the growing comrner· 
clal and urban life of Boston, whereas Yale and Princeton continued a more 
resident I al growth having no such urban influence at this tlme.36 
The period between the Revolutionary War and 1820 was a time of great 
discussion of educational probJems. 37 Benjamin Rush advocated a federal 
university with an emphasis on subjects like chemistry and history and the 
~7 . Engl fsh language as wel 1 as modern foreign languages. Education of the coun-
• f·: 
'· •. 
try's citizens for life tn the American democracy was the topic of educational 
conversation as the country began to develop larger numbers of schools for at 
least the elementary education of all the people. Religious supervision of 
education no longer extended to all groups as it had previously. While the 
college curriculum remained almost unchanged at this time, many experl~ents 
at the lower educational levels such as the monitorlal s-choots, the Infant 
schools, and Sunday schools laid .the groundwork for the common school concept 
which Mann and Barnard would later perfect4 
There was also developing In Germany at the University of Berlin 
under von Humboldt the concepts of Lehrfreihef t and Lehrnfreihef t which 
would later Influence the American colleges. The faculty of philosophy at 
German universities had always been dominant, followed by classical humanities, 
pht1o1ogy, history, and last, mathematics and physical sciences. By 1830, 
the phystca1 sciences together with scientific research methodology and in-
creasing specialization became the prevai1 tng forces.38 
36eutts, The College Charts Its Course, p. 61. 
37~ •• p. 84. 
38~ •• p. 79. 
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The Dartmouth Case and Denominational Expansion 
Though the polttlcal and religious grip of. the Puritan way of ltfe had 
slipped by 1820, the fervor for the spread of the various faiths into the 
western states had just begun. And with this missionary effort went the estab-
lishment of a college to guard the faithful in their beliefs. At the time of 
the Revolutionary War, there were only nine colleges in operation; by the 
Civ.11 War, over 200 colleges had been opened. almost al 1 under denomi.national 
control. 39 This type of expansion did little to add· diversity to the already 
rigid classical curriculum since those who established the colleges In the 
states west of the colonies formulated the curriculum which they knew best. 
The Influence of Yale and Princeton can be seen in the fact that In 1840, of 
the presidents of the seventy-five colleges in existence at that,tlme, 'thirty-
six were graduates of Yale and twenty-two were graduates of Princeton. Each 
made the traditional values felt In his school. 4o 
Aldlng the proliferation of colleges was the Dartmouth College case 
of 1819, which proclaimed the validity of the private contract, particularly 
from encroachment) by the state. A private institution, though open for 
public benefit. could remain under private control. Rudolph points out that 
the distinction between private and publ le colleges was now clearly set. It 
gave the founders of private colleges the right to exist outside state con-
trol once the charter had been Issued, and enabled 11 ••• the American college 
. \ 
390onald G. Tewksbury. The Founding of American Colleges and Univer-
!!_ties Before the Civil War (New York: Bureau of Publications, Teachers 
College, Columbia University, 1932), p. 15. 
40George P. Schmidt. The Old Time Colte2e President.(New York: Col-
~umbia University Press, 1930}, p. 96. • \ 
-. 33 
to participate in the competitive enterprising spirit of the Jacksonian per-
iod." Furthermore, the decision stemmed the growth of public higher education 
for many years because state Institutions could no longer be shaped from al-
ready existing private schoo1s. But most Importantly, it left private colleges 
free to work out their own future through free and open competition, certainly 
opening the door for diversity among colleges. 41 
Yet even with the increased number of schools, the college curriculum 
remained the same in most colleges. Those who moved west attempted to re-
~ create a little bit of New England in their midwestern area. Not only did the 
founders of these new colleges look back toward New England for the exemplar 
of their new civilization, but the curricula of their colleges also continued 
.to focus on the past as the best preparation for the future. 
Thomas Jefferson 
One voice called loudly for change at this time. Thomas Jefferson's 
ideas concerning the natural rights of man, social progress, and freedom of 
thought and action impinged Into his educational innovations. In Jefferson's 
"Bill for the More General Diffusion of Knowledge11 of 1779, the plan for the 
reorganization of his alma mater, William and Mary, projected eight divisions: 
ancient language, modern language, mathematics, natural philosophy and natural 
history, anatomy and medicine, history, Jaw and government, and moral phil-
osophy. Religion was not to be included except as it entered Into history.42 
41Rudolph, The American College and University, pp. 210-12. 
42Butts, The College Charts I ts Course, p. 89. ~WIS 
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When the reform for William and Mary was rejected by the legislature • 
. :; 'Jefferson turned his attention to the founding of a public university. The 
of the University of Virginia in 1825 marked an even greater 
break from the lock step classical curriculum. Jefferson's Ideas 
concerning the proposed public university in the 1818 "Report of the Rockffsh 
Gap Commission ••• " assert that each generation receives knowledge from the 
preceding generation. adds its own discoveries, and hands down an increasing 
accumulation and advances knowledge''" ••• not infinitely, as some have said, but 
Indefinitely, and to a term which no one can fix or forsee." 43 
Jefferson had the EnJightenment confidence in man's ability to con-
trol life; and education which looked to the future rather than the past for 
wisdom could increase the scientific and cultural advances which had al.ready 
been made In America. Education taken In this sense was more encouraging 
••• than the desponding view that the condition of man cannot be amelior-
ated, that what has been must ever be, and that to secure ourselves 
where we are, we must tread with awful reverence in the footsteps of our 
forefathers. This doctrine ts the genuine fruit of the alliance between 
the Church and State, the tenants of which, finding themselves but too 
, · well In their present condition, oppose all advances which might unmask 
their usurpations, and monopolies of honors, wealth and power, and fear 
every change, as endangering the comforts they now hold. 44 
The curriculum of the University of Virginia varied little from that 
which Jefferson had suggested earlier for William and Mary. There was, how• 
ever, that important seed of election in that students had the freedom to take 
4311Report of the Rockfish Gap Commission Appointed to Fix the Site of 
The University of Virginia," August 4, 1818, Virginia State Archives, Richmond, 
Virginia; first printed in Journal of the House of Delegates, 1818-1819 
(Richmond: November 20, 1818), p. 12. 
44 tbid. 
-
· .
35 
. ;:· thef r subjects when and In what order they wished and to take examinations 
when ready. However, the baste structure of the classical curriculum remained 
because each student had to complete the_specific requirements of the college 
In which he was enrolled. The contributions of the new curriculum of the 
University of Virginia were confined to the south for It was the disciples of 
the northeastern colleges, grounded In the rigid classical curriculum in its 
pure form, who spread the traditional academic gospel as they moved Into the 
western reaches of the country. 45 
Early Reform Attempts 
Change was In the wind, even among the New England colleges, for the 
German influence was beginning to be felt. Joseph G. Cogswell, who studied 
with George Ticknor, George Bancroft and Edward Everett at Gtittingen in 1819, 
noted that the German idea of education was just the reverse of the American 
Idea. In America young boys were allowed to roam about freely. but in college 
they were constrained, whereas in Germany, young men were allowed academic 
freedom .fn the colleges and universities. Furthermore, fn the United States 
co11eglate curriculum, Greek was taught for two years and the student was 
considered a scholar, while in Germany men spent lifetimes working in a par-
ticular area and did not consider themselves scholars. 46 
Jefferson in a letter to Ticknor in 1823 prior to the beginning of the 
University of Virginia maintained that the University of Vtrginla would differ 
45autts, The College Charts Its Course, p. 97. 
46Joseph Green Cogswell to Stephen Higginson, Gtittingen, March 8 and 
July 13, 1817; partly printed fn Thomas Wentworth Higginson, "Gtittingen and 
Harvard Eighty Years Ago, 11 pp. 9-10, 12-13, as quoted in Hofstader and Smith, 
American Higher Education, I, 261. \ 
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from other colleges in the country by allowing the student to take courses 
which related to future vocations, rather than holding each student to one 
prescribed course offering. Jefferson also saw that the prescribed curriculum 
was contributing to the unrest and discipline problems which were a way of 
1 i fe on the campuses of. the day: 
Our institution will proceed on the principle of ••• letting every one 
come and listen to whatever he thinks may improve the condition of his 
mind. The rock which I most dread is the discipline of the institution, 
and It Is that on'0 which most of our public schools labor. The Insubor-
dination' of our youth Is now the greatest obstacle to their education. 47 
Two years later Ticknor wrote to Jefferson of the discontent over 
the curriculum pursued in the New England colleges, stating that the system 
was substantially the same as it had been 150 years ago. 48 Like Cogswell, 
Ticknor observed that the students In the classical curriculum never learned 
anything thoroughly because they were examined each day only to find out 
whether they had studied the lesson that had been prescribed on the previous 
day. If the lesson had not been learned, punishments were administered until 
It was learned •. Few teachers attempted to make their commentaries or illus-
tratlons equal In consequence to recitations from a book. Not only was there 
little thorough learning, but no thorough teaching. 49 
47Thomas Jefferson to Geo~ge Ticknor, Monticello, July 16, 1823 Jn 
Orie w. Long, Literar Pioneers: Explorers of Euro ean Culture (Cambridge, 
Massachusetts: Harvard Un vers ty Press, 1935 , pp. -9. 
48George Ticknor to Thomas Jefferson, Boston, March 28, 1825 in Orie W. 
long, Thomas Jefferson and Geor e Ticknor: A Cha ter In American Scholarshl 
(Williamstown, Massachusetts: The McC1e and P.ress, 1933 , pp. 3 - • 
49George Ticknor, Remarks on Chan es Latel' 
!!!rvard University (Boston: Cumings, Hil ard an 
in 
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Ticknor had been greatly influenced by his studies in Germany. When 
he returned to Harvard In August, 1819, he proposed many changes which focused 
·around a voluntary principle of curriculum organization. At this time all 
students still attended all classes of all Instructors regardless of whether 
or not they were interested In the particular subject. Ticknor proposed that 
Harvard be opened to students not wishing a degree; that the faculty be 
divided into departments according to like fields; that students be allowed 
1 certain amount of choice In selection of classes; and that the students 
In a class be divided for recitation and teaching according to proficiency 
rather than by the student's place in the alphabet. Above all, Ticknor 
appealed for a constant emphasis on thorough teaching and true scholarship.SO 
These reform measures were presented to the Harvard faculty In 1825, b~t 
were eventually adopted only by the language Department, of which Ticknor 
was a member. 
After 1815, science courses began to emerge in the collegiate curric• 
ulum. A.wide range of schools, Lafayette In 1824, Miami of Ohio in 1825, 
i• Hampden-Sydney In 1828, Columbia in 1830, and Wesleyan in 1831, offered some 
science courses. Host colleges made this effort only through the Insertion 
of a few non•classlcal courses such as Increased study of modern languages 
and attention to new branches of mathematics and natural science. A few other 
schools offered a parallel science curriculum in addition to the regular 
c:lassfcal curricu.lum.51 
50Butts, The College Charts Its Course, pp. 103-104. 
51 Handlln, The American College, pp. 32-33. 
& ' Rudolph, The American Colle~e and University, pp. 113•115 •• 
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Jacob Abbott's attempted implementation of a parallel curriculum at 
Amherst In 1827 exemplified the typical parallel curriculum of the day: 
·Modern languages such as French, Spanish, German, and Italian; English 
literature; agrlculutral chemistry; engineering; architecture; experimental 
and practical physics; American political and religious history, with an 
emphasis on the Puritan age; the American Constitution; and new developments 
in mathematics. Latin and Greek would have been omitted, but traditional 
38 
s&ibjects such as moral and Intellectual phtlosophy, rhetoric and oratory would 
have been retalned. 52 
The Yale Report of 1828 
In spite of these efforts to establish parallel curricula, Introduce 
science courses, and generally "1 ibera1 lze" the traditional curriculum~ the 
advocates of the prescribed system carried the day with one crushing state-
ment -- the Yale Report of 1828. This statement prepared by President 
Jeremiah Oay.,.and Professor James t. Kingsley, both connected wtth Yale for 
slxty•nine and fifty years respectively, was written in reply to those who 
criticized Yale's restraint In making changes In the traditional curriculum.53 
Reacting to the charge that the college was in essentially the same 
place that lt was at Its foundation and that It had been Insensitive to the 
wants of the age, the authors answered that "the changes fn the country, 
52The Substance of Two Reports of the Faculty of Amherst College, to 
the Board of Trustees, With the Doings of the Board Thereon (Amherst, 1827), 
pp. 5•G, 7 ff., as quoted in Rudolph, The American College and University, 
p. 123. 
53Hofstader and Smith, American Higher Education, I, 275. 
'. 
·. 
·during the last century, have not been greater than the changes In the 
.. slt 
co1 lege. Evidently the authors were unaffected by the perfection of the 
39 
steam engine and Its use in the boat and the railroads, or the consolidation 
and exploration of the new nation through the Louisiana Purchase of 1803 
Lewis and Clark expeditions, or the nation's leap into international 
affairs through the use of the Monroe Doctrine, or the transformation of 
- political power that would sweep the Jacksonian style of government Into 
office in 1829. 
Day and Kingsley contended that the object of education was to " ••• Lay 
The Foundation Of a Superior Educatlon ••• at a period of life when a substitute 
must be provided for Parental Superlntendence. 11 This type of education would 
provide the 11 ••• Disclpline and Furniture of the Mind." Since the former was 
considered most important, 
A commanding object, therefore, in a collegiate course, should be to 
call into daily and vigorous exercise the faculties of the student.55 
The heart of the authors• defense of the existing content of the 
classical curriculum made no concessions to the reform-minded. 
In the course of instruction In this college, it has been an object to 
maintain such a proportion between the different branches of literature 
and science, as to form in the student a proper balance of character. 
From the pure.mathematics, he learns the art of demonstrative reasoning. 
In attending to the physical sciences, he becomes familiar with facts, 
with the process of induction, and the varieties of probable evidence. 
In ancient literature, he finds some of the most finished models of taste. 
By English reading, he learns the powers of the language in which he is 
to speak.; and wr I te. By logic and men ta 1 phi 1 osophy • he is taught the 
art of thinking; by rhetoric and oratory, the art of speaking. By 
5
"
11ortgfnal Papers in Relation to a Course of Liberal Education," The 
~erlcan Journal of Science and Arts, XV (January, 1829), 339-340. ---
55~ •• P• 300. 
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frequent exercise on written composition. he acqulres copiousness and 
accuracy of expression. By extemporaneous discussion. he becomes prompt. 
and fluent. and animated. It is a point of high importance. that elo-
quence and solid 1earnlng should go together; that he who has accumulated 
the richest treasures of thought, ·should possess the highest powers of 
oratory.Sb 
Regarding the specific recommendation that the study of Latin and 
Greek classics no longer be required for the liberal arts degree. the authors 
felt that .graduates would then be deficient In a practical sense if they came 
In contact with other men who did have these liberal accomplishments. 
If Scholars, then, are to be prepared to act Jn the llterary world as It 
In fact exists, classical literature, from consideratfon~7purely practical should form an Important part of their early discipline. 
The authors relied heavily on the concept of training and exercising 
·mental "faculties" in a variety of areas rather than In any area of special i• 
zatlon. In answer to the criticism that there was little immediate connection 
between the content of the curriculum and any future profession, the authors 
stated that "our object Is not to teach that whfch is peculiar to any one of 
the professions; but to lay the foundation which Is common to all.SS 
Always with an underlylng theme of education for the gentleman, the 
authors agreed that the ctasslcal curriculum would develop a mind dchly stored 
with general knowledge to give the professional man 11 ••• an elevation and dignity 
of character" thereby expanding hts usefulness and influence in the communfty.5 
The Yale curriculum contained " ••• those subjects only which ought to be 
56tbfd., 
-
p. 300-301. 
57tbid., 
-
p. 328. 
58 tbtd., 
-
p. 308. 
59 tbid., 
-
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. ' \
41 
understood, as.we think, by everyone who aims at a thorough education. 11 
Indeed the authors asked of the student ..... how is he to know, whether he has 
a taste or capacity for a science, before he has even entered upon its elemen-
. 60 
tary truths." 
Diversity Prior to the Civil War 
The state of curriculum development until the end of the Civil War was 
Educational thinking was divided between those who wished to retain the 
curriculum as ft had been handed down in the past, and those who 
felt that the collegiate curriculum was falling behind the pace of American 
., .. Jffe and becoming out of touch with society. Though the 1 iberal arts currtc-
.: ·. 
:, ulum would remain virtually unchanged until after the Cfvfl War, the continued 
demand for curricula which would fill the needs of all Americans would 
eventually make Its Impact felt. 
Henry Vethake, a professor at Princeton, f n a presentation to the 
l · Convention of Literary and Scientific Gentlemen in New York In 1830 noted that 
while Greek and Latin were still required for entry Into the typical college, 
" 
r .. the progress in knowledge of mathematical and physical sciences was being 
carried on in the vernacular In the United States rather than in Latin and 
Greek.61 
For Vethake, those who espoused the classical curriculum refused to see 
60 tbid., pp. 312-313. 
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that the 11fe of the country was moving Into commerce and other specialized 
fields outside of the traditional professions of law, medicine, and the 
111tnistry. The prescribed curriculum produced 
j 
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••• a state of things in which most educated men are, in general acquai_nted 
to a certain extent with a11 things under the sun, rather than with any 
one branch of knowledge thoroughly, so as to be able to be of much 
practical service to their6!ellow man, or to contribute ••• to the progress of invention or discovery. · 
Thus the debate continued to the Civt1 War with men like Ticknor, the 
of the Yale Report, and thinkers like Vehtake a11 concerned that 
college students be educated thoroughly. Ticknor saw that real scholarship, 
In the German sense, did not exist in the American college. The traditional-
ists were concerned with proper inculcation of the ancient 11 truths111 of the 
And Vehtake looked toward collegiate curricula which would allow more 
specialized learning that was so desperately needed for the advancement of 
science. 
Butts summarizes the innovations before the Civil War: 1) parallel 
curricula in "science" or 11 1 iterature11 which could be taken in the same 
college, but a different degree would be granted. The courses supposedly 
covered the "practical" demands of the times, while preserving the integrity 
of the Bachelor of Arts. Classics were diminished in this type of curriculum 
with emphasis on science, history, modern language, and applied science; 
" 2) Independent technical schools arose outside of the 1tberal arts mold such 
as Rensselear Polytechnic Institute, Worcester Polytechnic Institute, and 
Massachusetts Institute of Technology. These schools were open to all 
·. 
and taught a practically scientific curriculum. The engineering 
curriculum as we know It emerged from these types of schools; and 3) 
43 
or parallel schools usually in the older Institutions for 
the.more practical minded students like Sheffield at Yale and Lawrence at 
Harvard. 63 
These attempts to broaden the liberal arts curriculum did not fare 
because the self-made man concept of Franklin enabled many men to 
succeed In business and the professions without a college education.64 The 
training In these scientific programs before the Civil War was 
because of the low es.teem in which they were held by the tradf tlonal-
tsts and consequently the lack of funds provided for their operation. The 
only good training took place In extraordinary circumstances because of the 
efforts of singular men such as Silliman at Vale. Cooper at South Carolina. 
and Henry at Princeton.65 
The quality of some of the more relevant courses of the day such as 
moral philosophy or ~olitical ph_flosophy was anything but high. It was 
usually taught by the president of the college who was. In nine of ten colleges 
before the Clvi 1 War. a theologian. The mora1 philosophy lectures of President 
Nott of Union College In 1829 contained topics such as how to handle mobs In 
town and gown riots, commentaries on early marriages, why Methodist ministers 
63
sutts, The College Charts Its Course, pp. 129-131. 
64
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65George P. Schmidt, The Liberal Arts Colle e: A Chapter In American 
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die young, and warnings against drunkenness with illustrations of the resu1tsfa~ 
During this period, Harvard and a few other schools were tinkering 
with the classical curriculum, but the influence of the educational mission-
aries of Yale and Princeton made the colleges they founded copies of their· 
alma maters. As Handlin says of the period, 11 ••• the curriculum was subsidiary 
' 67 
to the task of Inculcating moral dlsclp1 ine." 
Francis Wayland also found that the classical curriculum was not 
serving the needs of all Americans. He provided a clear plctureof the 
traditional curriculum of 1841-1842 at Brown: 
••• the statutory course prescrfbed for a candidate for the degree of 
A.B. In latfn, select portions of Lfvy, Tacitus, Horace, Cicero de 
oratore, Juvenal; ·-In Greek, select portions of Xenophon's Anabasls, 
Memorabilia, the Iliad, some of the tragedies of Sophocles and Eschylus, 
with Demosthenes• Oration for the Crown; In Mathematics, Geometry, plane 
and solid, Algebra, Trigonometry plane and spherical, and its appli• 
cations to practical methematics, and Analytical Geometry; In Natural 
Philosophy, Mechanics, Pneumatics, Hydrostatics, Optics, and Astronomy; 
In Natural Science, Chemistry, Vegetable and Animal Physiology, and 
Geology; In Intellectual and Mora [l] Science, Rhetoric, theoretical and 
practical, logicl, 0. from Moral in above line was dropped In printing 
to end of logl{J Intellectual and Moral PhilosogbY• Political Economy, 
Butler's Analogy, and the Amert can Contrfbution. 
Wayland knew that the classtcal curriculum had changed little in the 
last fifty years at Brown nor was it different than neighboring schools. The 
curriculum in the "Northern colleges11 was " ••• so nearly similar that students 
In good standing in one institution ••• " could " ••• find 1 f ttle difficulty In 
66 . 
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Francis Wayland, Thoughts on the Present Colleqiate System in the 
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befng admitted to another. 1169 
Wayland saw clearly that the colleges had to adapt themselves to the 
of the community and not just one class of people. He recognized further 
power structure was changing. Men from manufacturing and agricultural 
backgrounds were gaining wealth and power equal to the class of men who 
benefited from the gentleman's education. Because of this he called for diver• 
In higher education. 
It by no means ts to be taken for granted. in a country like our own, 
that every college is to teach the same studies, and to the same extent. 
It would be far better that each should consult the wants of Its own 
locality, and do that best, for which it possessed the greatest fac~&tles. 
Here would arise opportunity for diversified forms of excellence.,, 
Wayland• s own p 1 ans for expand Ing the e.urri cu I urn at Brown and p 1 acing 
study of new subjects on a par with the classics met with criticism, to 
If by placing Latin and Greek upon their own merits, they are unable 
to retain their present place in the edtication of cfvfllzed and 
Christianized man, then let them give place to something better. They 
have, by right, no7~reemlnence over other studies, and it fs absurd to claim It for them. 
Wayland's statement struck to the quick in denying that there was a 
fixed body of truth which was to be presented only through the classical cur-
riculum. He asked for a curriculum which was responsive to the needs of all 
types of people in the country. Most important In the development of the 
691btd. 
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Jtbera l arts curriculum, Wayland desired a liberal arts curriculum that was 
·;,:· 
·' 
truly 1 I be r a 1 • where all subjects would seek their own level. 
'· 
t~· Also working against curricular divers tty at thls time was the fact 
that the newly established colleges may have been founded in the spirit of 
·· Jacksonian democracy and with the sptrfi of free .enterprise allowed by the 
Dartmouth decision, but particularly fn the North, collegiate education still 
was not meant for everyone. As Wayland suggests, fn a republic where all men 
\'/ere equal ·and should have equal chances for mental development, t'he "colleges 
are not at present such Institutions; they are merely schools preparatory to 
entrance upon some one of the prefessions." The consequence of this situation 
fs that it " ••• forms an Isolated society ••• " which 11 ••• natural ly repels from 
association al 1 who are not engaged tn s lmi lar pursut ts. 1172 
In addition to little variation tn curricula, student enrollment did 
not keep pace with the Increased number of colleges. Even the Massachusetts 
leg Is la tu re. noticed that Harvard was rea 1 ly open only to one class of students. 
In 1850,.the legislature attempted to pay the faculty according to the number 
of students taught, with the thought that courses of more interest to the 
general public might be offered.73 
By 1869 there were about 200 Institutions of higher education serving 
a maximum of 25,000 students with only a few schools like Vale, the University 
of Virglnia, and the University of North Caro1ina with more than 500 students.71 
72
wayland, Thoughts on the Present ColleQiate System, p. 143. 
73Morison, Three Centuries of Harvard, p. 287. 
74 h • I 6 Sc m1dt, The L beral Arts College, pp. 7 -77. 
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problems abounded for there was little endowment of any substantial 
_,,jsure and inadequate organfzation of alumni. Major gifts were few and 
faculty were patd low wages and had to perform odd jobs just to keep many 
operation. As Handlin states, these troubles with curriculum and 
finance led the colleges into " ••• a routine of self-justification, trying to 
potential benefactors of the utility and value of a college education.' 
engendered a 0 ••• condfserable degree of uniformity ••• " among the 
Institutions despite the variety of reasons for their establlshment.75 
Summary 
Diversity in American higher education was immediately affected by 
the pervading Influence of the English residential model. The colleges of 
the seventeenth and eighteeenth centuries formulated programs similar to the 
classical curriculum of English Institutions and were governed by rules llke 
those of Oxford and Cambridge. The classical curriculum exemplified the 
seventeenth and eighteenth thinking that classical studies were necessary for· 
gentlemanly education, and for the training of ministers to spread the faith. 
Since the Puritan mind deemed all truth as fixed, certain subjects had to be 
learned by all in the school if proper learning was to take place. Underlying 
thts educational thinking was the faculty psychology concept of training the 
faculties of the mind, necessitating large amounts of drill in the curriculum. 
To accomplish this task, all students In the years before the Civil War were 
given liberal doses of Latin and Greek authors with the accompanying grammar 
and rhetorl c, logic, disputations, some natura 1 philosophy• physics, 
75Hand 1 in and Hand lt n • The American Co 11 ege, p. 27-29. \ 
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:.·metaphysics and ethics, a1ong with arithmatic, geometry, astronomy, and more of 
::: . 
~ ~ 
the ever-present logic, disputations, and recitations. 
As the country moved into the nineteenth century. natural Jaw and 
began to vie with divine revelation as the u1timate standard, and the 
country and the needs of the people began to change as the western lands were 
The principles of lehrfrelheft and Lehrnfrelheit were being consoli-
Germany, waiting to be absorbed by those who wou1d later travel to 
for study and bring back the seeds of graduate research education. 
The Dartmouth Case of 1819 set the private college beyond state control 
ensuring its ability to develop in the free enterprise manner a1ong with the 
Though this opened the door for the firm establishment 
of diversity, the colleges founded after this decision continued to use the 
colleges of the northeast and the classical curriculum as their 
'''. · Attempts to change the classical curriculum, to bring diversity to 
~: .. American. higher education, were made In the 1820 1s, but were met by stern 
~" ?1: resistance exemp1 ified by the "gospel" of the Yale Report of 1828. With such 
~-;·~·.: 
t: sweeping statements as the classical curriculum contains " ••• those subjects 
~-
~~: · only which ought to be understood, as we think, by everyone who aims at a 
~:' t. thorough education," the tone of arts and sciences curricula was set until 
1869. 
Francts Wayland augered the wave of the future in his call for 
~· 11 1 •• opportunltles for diversified forms of excellence ••• ," but collegiate 
' ~'education was still reserved for the elite. Wayland recognized that all men 
~;'; f Were created equal and should have an equal chance for mental develQpment, but 
~'. 
~ 
. . 
not to be In the 1840 1s and 1850's. And not only was higher education 
but through adherence to one curricular form, it was stifling itself. 
the 25,000 college students were spread thinly over 200 institutions 
with only a handfull enrolling more than 500 students. Relief was to come, 
though, with the Morrill Land Grant Act, the rise of science, and the Influence 
of the elective system. 
\ 
CHAPTER Ill 
THE LIBERAL ARTS UNDERGRADUATE CURRICULUM: 
. 
CIVIL WAR TO WORLD WAR 
Charles Eliot and the Elective System 
By 1866, little had changed In the curriculum of the arts and sciences 
Jn America. Harvard College was still 
••• a place where boys were made to recite lessons from textbooks, and 
to write compulsory exercises, and are marked aycordlng to their pro-
ficiency and fidelity In these performances •••• 
The graduating seniors at Princeton in 1870 were examined fn Latin• 
chemistry, ethics, political economy, modern history, science, and 
A sample Latin question called for the translation of a passage 
from Quintilian Into Idiomatic English; Its analysis for syntax. derivation, 
subjunctives, and kinds of clauses; then the student had to give the year and 
place of Quintilian's birth, name of his works, and characterize the Silver 
. 2 
literature. 
But the American way of life after the Civil War was changing. The 
economic organization and intellectual and moral found~tlons of American life 
the Jacksonian era, the great movement west, and· the war 
between the states. This change was begtnnfng to be reflected in university 
through the rise of the new state universities, changes Jn currtculum 
1F. w. Hedge, "University Reforms: An Address to the Alumni of Harvard 
their Triennial Festival," Atlantic Monthly, (July, 1866), 301. 
2
ca1endar of the College of New Jersey, 1870-71, Princeton, New Jersey. 
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structure spawned.from German concepts of scholarshtp and higher criticism, and 
the influence of evolutionary theory on the subject matter in the liberal arts 
curricula. However, the most sweeping alteratlon in the educational scene, 
that which would open the door for many future changes, was the elective 
In 1866, F. W. Hedge, a professor at Harvard, pointed to the essential 
relationship between the literal arts curriculum and the educated college man: 
An tndispensable condition of Intellectual growth ts liberty. That 
liberty the present system denies. That cursed present system imposes 
Increased requirements and for that reason,.~.the College turns out a 
decreasing proportion of first class men.... · 
The new liberty came In the reforms of Charles Eliot, President of 
from 1869 to 1909. The first three sentences In Eliot's inaugural 
set the tone for the developments that were to take place in the arts 
and sciences curriculum. 
The endless controversies whether language, philosophy, mathematics, or 
science supplies the best mental training, whether general education 
should be chiefly literary or chiefly scientific, have no practical 
lesson for us today. This University recognizes no real antagonism 
between literature and science, and consents to no such narrow alter• 
natives as mathematics or classlijs, science or metaphysics. We should 
have them all and at their best. 
Eliot took careful note of the relationship that existed between the 
college and the high school. He realized that great advancements had been 
made In secondary education and wished to adjust the admission requirements 
and collegiate curriculum accordingly. The colleges did not exist to carry on 
3Hedge, "Uni ve rs i ty Re forms, 11 p. 302. 
4
char1es w. Eliot, "Educational Reform," in But lders of American 
Qniversities, ed. by David A. Weaver, (Alton, Illinois: Shurtleff College 
Press, 1950) I, 15. 
~: . 
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the remed i a 1 work for the subjects which the high schools did not teach ade-
. 5 
quateJy. 
Eliot gave collegiate education a whole new set of premises from which 
Heretofore, the curriculum of the arts and sciences school had been 
a unity. A fixed body of truth was presented to all the students 
same manner, for the classical curriculum supposedly contained all that 
be known by the gentleman. This assumption about the subject matter, 
combined wt th the "faculty psychology" concept, justified the disclpl ine and 
unbending pedagogical methods used to carry out the classical curriculum. 
Eliot looked to the Individual rather than the group by combining a recognition 
of 11 ••• the traits of different mt nds ••• 11 with a rea 11 zat ion that 11 ••• the 
young man of nineteen or twenty ought to know what he likes best and is most 
fit for" 'in order to trigger the movement to full election of courses at 
Harvard. 6 
For those who saw in the classical curriculum the embodiment of all 
that was true and necessary for the education of the gentleman, Eliot's concept 
of higher education signified a real threat. 
The very word 'education• is a standing protest against dogmatic teaching. 
~ The notion that education consists in the authoritative inculcation of 
what the teacher deems true may be logical and appropriate in a convent, 
~ or a seminary for priests, but it is intolerable in universities and 
public schools, from primary to professional. The worthy fruit of academl 
culture ts an open mind, trained to careful thinking, instructed in the 
methods of philosophic Investigation, acquainted in a general way with 
York: 
Scharles w. Eliot, Educational Reform: 
The Century Company, 1896), pp. 4-s. Essays and Addresses (New 
6 
.!.!?..!!•• P• 12. 
·. 
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accumulated thought of past generations, and penetrated with humtlity. 7 
Eliot set the stage for the inclusion of the natural and physical 
sciences as essential branches of education along with mathematics, history, 
moral and political philosophy. But in the philosophical subjects, 
felt that exposition rather than tmposltlon of opinions should be the 
For Eliot, philosophy was not an exact science but a body of knowledge 
filled with disputed matters and learned speculations. 
Eliot's educational philosophy determined that a liberal arts and 
program must give the students three things: 
I. Freedom In choice of studies 
II. Opportunity to win academic distinction tn single subjects or special 
lines of study 
Ill. A discipline which distinctly Imposes on each Individual the r~spon-
slbllity of forming his own habit and guiding his o\.,in conduct. · 
ff each boy Is Individually different, mental diversities could only 
be cultivated in a curriculum which favored diversity rather than uniformity 
·· of program. Uniformity might be imposed on early forms of reading, writing, 
'. 
:r. and arithmetic as taught in the elementary school. But beyond this point, 
' .. when one speaks of the value of Latin and Greek versus a modern language or 
the amount of algebra or geometry which a student should know, there Is honest 
dissent among people as to the degree needed. It ts at thts point that 
.. election of studies can begin and " ••• the safest guide to a wise choice will be, 
:: the taste. incltnatton, and special capacity of each i~divtdual •119 
7 - pp. 7-8. Ibid., 
-8 125. Ibid., p. 
-
9 Ibid., p. 135. 
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Eliot's Harvard reforms were not without their strong and influential 
Noah Porter, President of Vale in 1871, objected strenuously to full 
of courses on two major grounds: 1) the majority of the students did 
~' not have the maturity or .background to judge what knowledge would be of the 
and 2) election would draw students away from the liberal culture 
subjects of the classical curriculum toward more practically oriented courses, 
turn diminish the general culture a man needed to bring a sense 
of dignity and refinement to every day life. 10 
James McCosh, President of Princeton In 1868, had some very practical 
about the election system in that it would enable the student to 
..... choose the branches which wi 11 cost them the least study ••• and give them 
11 grades with least labor." Furthermore, by 1885, election had 
such an extent that after freshman year, a Harvard man could 
' graduate wt th a Bachelor of Arts degree wf thout ever having taken another 
tn Latin, Greek, mathematics, chemistry, physics, astronomy, geology, 
psychology, ethics, politfcal economy, German or English. Mccosh was 
not against election £!!. ~· but clung to the conception that "education is 
sentially the training of the mind ••• the drawing fo~th of the faculties which 
given us.1112 
10Noah Porter, "Inaugural Address, 11 In Addresses at the Inauguration ?f Noah Porter, o.o. 1 ll.D. as President of Yal_e_,.{N~e-w~Y~o-r~k-:--c~.~S~c-r~i~b-ne __ r_a_n...,.d 
ompany, l S7 t ) , pp. tt4-46. 
11 James Mccosh, The New De arture In Colleae Education 
to President Eliot's Defense of It in New York New York, 1 5 
lnchard Hofstader and Wtlson Smith, American Hiqher Education: 
!!lstorx (Chicago: University of Chicago Press, 9 , p. 7 • 
12~ •• p. 719. 
-. 
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McCosh anticipated the reform that would later circumscribe the free 
election after the beginning of the twentieth century. He warned 
the scattering of subjects in all areas and the extreme specialization 
through election. He maintained that the Bachelor of Arts curriculum 
should be founded on a scheme of certain obligatory subjects to arrest over-
·.· specfalizatton or unorganized diversity. 13 
The reforms lnstltuted at Harvard fn the form of election of courses 
did not, however, provide Instant diversity in curricula throughout the country 
Only a handful of schools like Harvard and newer schools with good financial 
backing were able to make the application of election felt throughout their 
curricula. Most colleges neither had the means to expand during this period 
between 1870 and 1900 nor the inclination to abandon the tried and true 
., .. curriculum whtch many thought was sti 11 the best. 14 
During this period many col teges changed their curricula due to 
competition for students and weight of public opinion rather than reformation 
of the college's objectives and methods of education. Yale was more typical 
of the rate and kind of change which took p 1 ace. In 1876, the first opt t ona 1 
courses were allowed and additional offerings in science and modern language 
along with advanced work in mathematics and classics were added to the curric-
ulum. The amount of Jectures were tncreased and some seminars were gradually 
Introduced. Between 1884 and 1893, the courses in the first two years of the 
liberal arts curriculum were required, white the courses in junior and senior 
13~ •• pp. 724·725. 
14G. w. Pierson, 11The Elective System and the Oifffculties of College 
Planning, 1870-1940•" Journal of General Educatf on, IV (Apri I 195<>L 165. 
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electtve. The disciplinary language courses and science were 
offered during the first two years and by 1900, even freshmen were allowed 
The curriculum had been divided into three areas--
literary, scientific, and soctal--and the student majored in one area and 
in the others. 15 Eliot nevertheless had introduced democracy into the 
arts as well as the science areas. The seeds of departmentalization 
·. ~nd specialization had also been sown. The elective system broke the domln-
~,. . 
ation of the theologically oriented courses in the classical curriculum. No 
did the liberal arts curriculum exist to educate each boy in the ways 
the gentleman. The standards of performance by the students were now set 
the most talented and interested students rather than by the slowest in 
And ffnally, the elective system opened the doors for the German 
Ideas of scholarship and research; the physical and natural sciences were no 
confined to the scientific schools or the parallel science curricula. 
Liberal Arts and the land-Grant Act 
Another aspect of the higher educational system was changfng at this 
one that would open higher education to a more diverse group of college 
students, but which would have little effect on the arts and sciences curric-
ulum itself. The election of Andrew Jackson in 1828 proclaimed politically 
the desires of a new segment of the American people, the educational aspects 
of which were not to be reflected in the educational system unti 1 after. the 
Jackson was elected in sptte of the fact that two-thirds of the 
country's newspapers, four-fifths of the preachers, seven-eights of the 
15 Ibid., p. 167. . ' 
·. 
banking interests, and all of the manufacturers opposed his assumption to 
16 
office. 
Foerster contends that the aristocracy of the East no longer held 
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power as the population moved West. The law of this newly developing land 
was stated In the simple Idea of natural equality 11 ••• sanctioned not by the 
17' 
constitution but by the simple conditions of life on the frontier. 11 It was 
this notion of equality and practicality which helped to shape many of the new 
land-grant universities. The Constitution of the State of Indiana In 1816 
made education an Integral part of the life of the State. The General Assembly 
was delegated to 11 ••• provlde by law for a general system of education 
. ascending In regular graduation from township schools to state university, 
wherein tuition shall be gratis, and equally to alt. 18 
As early as 1819, Simeon DeWitt, the surveyor-general of the State of 
New York, appealed for a state agricultural college. In 1826 Lt. Governor 
Talmadge of New York recommended a School of Agricultural Mechanics and Useful 
Arts. Even an attempt for federal assistance in the founding of an agricultura 
college was made in 1848 by John Skinner, the editor of an agricultural 
journal. 19 
However, it was Jonathan Baldwin Turner through his 1853 book, 
Industrial Universities for the People, who conceived the idea of federal 
16Norman Foerster, The American State Unfversf tv: Its Relation to 
Democracy (Chapel Hill: University of North Carolina Press, 1937), p. 22. 
17 tbid. 
-18 tbid., p. 24. 
19 Alan Nevins, The State Universities and Democracy (Urbana, Illinois: 
University of 111 inois Press, 1962) • pp. '3-14. 
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1and·grants to the states for building colleges. 
demand for state Institutions: 
Turner was m0st emphatic in 
The industrial classes want, and they ought to have, the same facilities 
for understanding the true philosophy, the science, and the arts of their 
several pursuits (their life-business), and of efficiently applying 
existing knowledge thereto and widening its domain, which the professional 
classes have long enjoyed In their pursuits.20 . 
Justin Morrill culminated these past efforts by gaining passage of the 
Land-Grant Act of 1862 providing for the support In every state of at 
one college 11 ••• where the leading object shall be, without excluding 
other scientific or classical studies, to teach such branches of learning as 
related to agriculture and the mechanical arts." 
Implementation of the act brought diversity of control as well as new 
of programs outside of the arts and sciences. States such as Michigan, 
Pennsylvania, Maryland, and Iowa created new agricultural and mechanical 
·> .. colleges out of previously chartered agricultural colleges. Wisconsin, 
;; · Htnnesota, North Carol Ina, and Missouri turned the land-grant endowment and 
· the responsibility for developing the. agricultural and methcnical efforts to 
already existing state institutions. Other states like Oklahoma, Texas, South 
,. Dakota, and Washington created new tnstltutlons which would develop well on 
the I r own. 21 
Translation of that intent into a curriculum also varied with each 
Institution as the balance between scientific, classical and agricultural and 
20Jonathan Baldwin Turner, Industrial Universities for the People 
(1853), as quoted in Nevins, The State Universities, pp. 24-25. 
21 Frederick Rudolph, The American Colle e and Unlversit 
Vintage Books (New York: Random House, 19 2 , p. 253. 
\ 
A Histor 
59 
courses became the object of continual discussion. At some insti· 
cutions, courses in biology, geography, chemistry, and mathematics were defined 
as the foundation for agricultural or mechanical education, which made little 
thought these institutions should teach courses in the 
22 
arts of the farm, mill, and workshop. 
On the other hand, Senator Preston M. Sutton pleaded fn 1884 for a 
widening of the scope of the curriculum at Iowa State Agrtcultural College 
agrtculturally related courses such as geology, mineralology, 
entomology, zoology, animal and vegetable anatomy, veterinary 
"·· surgery. and bookkeeping. He proposed a bill to provide a more 11 ••• general 
and liberal course of study ••• " so that the full Intent of the Morrf 11 Land-
Grant Act might be fulfilled. To overemphasize the agricultural and mechanical' 
arts would make the instltutton no different than any other exclusive interest 
school. A more llberal curriculum would provide a blending of the liberal 
branches of learning with the agricultural and mechantcat. 23 
Generally in the 1860 1 s and 1870's, few genuine agricultural and 
mechanical courses were offered, for there rea11y was no science of agriculture 
at that time. But as engineering became more sophisticated in the 1880 1 s and 
1890's• the classical curriculum and the agricultural curriculum grew hand In 
hend. 24 
22 Nevins, The State Universities, p. 55. 
23Earle D. Ross, A Histor of the Iowa State 
Mechanical Arts (Ames, Iowa: The Iowa State Co 1ege Press, 
24 Nevins, The State Universities, pp. 58·60. 
. ' \ 
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In terms of variation among 1 tberal arts curricula, the land-grant 
;f .. 
\· colleges accepted the traditional heritage of the classical curriculum. Eddy 
"l.' 
states that "the liberal arts have been an essential part of the land grant 
movement. but never a unique part. 1125 tn some colleges the liberal arts were 
stifled by the agricultural interests. In others the liberal arts were never 
allowed to develop for fear that dupltcatlon of offerings would take place 
within the state system of colleges and universities. Liberal arts in these 
Institutions became " ••• generally less formal and other-worldly. and, conse-
quently, more related to the irmnediate needs of the students and of modern 
11 fe. 1126 
The development of the Negro land-grant schools took place In a 
different manner, with emphasis tn most of the Negro schools on teacher tratnin 
rather than agriculture and mechanics. Negroes were excluded from professtons 
but there was a great need for Negro teachers after the Ctvtl War. Thus, 
many institutions emphasized the traditional arts and sclences. 27 
The liberal arts were also fostered at other types of Negro institu• 
tlons such as Lincoln University founded as the Ashman Institute In 1854, 
Morehouse College founded as the Augustana Institute tn 1867, and Talledaga 
College founded in 1867. But vocational Ism eventually became an essential part 
·of the curriculum In Negro Institutions because of the need for agricultural 
and mechanical help In the South after the Civil War which conveniently found 
25Edward o. Eddy, Jr., Colle es of Our land and Time: The 
ldea tn American Education (New Yor : Harper and Brothers, 195 
26 tbtd., P• 215. 
271bld., p. 261. 
, ... 
.. 
Its expression In the programs of Hampton Institute under the leadership of 
Booker T. Washington. Wilson states that "while an aid to Negroes in many 
ways, this seemed to the leaders of liberal arts colleges a body blow dealt 
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28 by one of their own race. 11 Southern legislatures were most happy to channel 
assistance Jn the vocational area, 11 ••• but balked at anything resembling a 
liberal arts program. 1129 W.E.B. DeBots• appeal for the education of the 
"talented tenth" was Indeed a cry In the wilderness. 
Michigan and Cornell 
The liberal arts curriculum was to develop In another type of instl• 
.. tution-·the large state university. Even before aid would come from the 
Morrill Land•Grant, Henry Tappan had been brought to Michigan to form an 
educational institution which would attempt to embody the concept of 11unlver~ 
sity11 through Its programs. Tappan, influenced by the German ideas of scholar-
ship, agreed with Wayland that the higher educational system of 1851 attempted 
to teach too much in too short a period of time, producing few true scholars, 
even In the classical subjects.30 He proposed a new experlment••the University, 
which would be a: 
XtX 
••• Cyclopaedias of education: where, In libraries, cabinets, apparatus, 
and professors, provision ts made for studying every branch of knowledge 
In full, for carrying forward all scientific investigation; where study 
may be extended beyond limit, where mtnd may be cultivated according to 
28Ruth D. Wilson, "Negro Colleges of Liberal Arts," American Scholar, 
(Autumn. 1950), 463. 
29 Ibid., p. 464. 
-30ttenry P. Tappan, University Education (New York, 1851), pp. 43-46 
63-101, as quoted in Hofstader and Smith, American Higher Education, p. 490. 
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its wants •••• 31 
Tappan foreshadowed what Gilman would being to reallty·-the importance 
of graduate education for the attainment of true scholarship. "We shall not 
noW attempt to learn a 1 ittle of everything in lower institutions; but we 
shall learn that which is requisite to prepare for the higher, and we shall 
learn that welt. 1132 In later years, as graduate education came to dominate 
higher education, university advocates would be criticized for relegating the 
role of colleges of arts and sciences to one of mere preparation for graduate 
and professional schools •. 
Cornell University showed the first flowering of the real university 
under a unique combination of federal land-grant money and the private endow-
ment of Ezra Cornell. Andrew White, the first president, had been eduC.ated 
in the Yale classical curriculum of the 1850 1s where he was forced to recite 
meaningless passages In Latin and Greek to tutors and an occasional teacher. 
Even his natural philosophy class used straight recitation from the book. The 
Cornell curricula reflected his aversion for his early education.33 
The ort g i na 1 p 1 an of stud f·es f n 1869 comb I ned the 11bera1 and the 
practical In five parallel programs: 1) a program in which all studies were 
completely elective, 2) a classical program, 3) a philosophical or literary 
course requiring Latin or a modern language, 4) a science course requiring 
modern language, mathematics, and science, and 5) a science and letters course 
3llbid., p. 493. 
-
32 1bid. 
-33 Andrew D. White, Autobiography of Andrew Dlcktnson White (New York: 
. The Century Company, 1907), pp. 26-27. 
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requiring modern language, literature, philosophy, and elementary mathematics· 
science. The course sequence of complete election lasted only ten years, 
gave way to more traditional pressures. But under President Adams (1885-
1892), the scope of elective studies was increased until 1896, when some form 
of election was applied to all curricula.34 
Both Eliot and White exemplified a type of utilitarian academic reforme 
interested in changes in the undergraduate curriculum than the development 
of a graduate school; both did much to bring science Into the undergraduate 
studies. Their innovations became models for different styles of educational 
organization which would grow in Amerlca. 35 Eliot's personal Influence could 
~: not be equaled, but his complete elective system could not and was not repro-t> 
. : 
r 
. . 
duced with the same verve as at Harvard. Yale and Princeton, clinging-more 
to traditional ways, epitomized the New England model rather than Harvard. 
They evolved into the type of liberal arts college which wo~ld emerge In the 
early 1900 1 s through the Influence of the graduate instruction and research 
aims of Johns Hopkins rather than Eliot's style of intellectual liberty. 36 A 
study by E.D. Phillips in 1901 of the programs in 97 colleges and universities 
showed that in 34 schools, more than 70 percent of the curriculum was elective; 
in 12 schools, between SO percent and 70 percent was elective; and in 51 school 
34R. Freeman Butts, The Co11ege~Cherts Its Course (New York: McGraw-
Htll Book Company, 1939), pp. 187-1SB. 
Phoenix 
35Laurence R. Veysey, The Erner ence of the American University, 
Books (Chicago: University o Ch cago Press, 1970 , p. 95. 
361btd., pp. 98-99. 
~ 
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than SO percent of their programs were elective.37 
The Cornell curricula were never quite as permissive as those at 
Students had to choose from groups of courses, each with their own 
coherence. Difference in type of students also brought Cornell a 
wide expansion of technical subjects whereas Harvard broadened the range of 
Jiberal arts and basic sciences. No matter how far Harvard moved into the 
elective system, It would never loose itself from Its deep-seated New England 
traditlons.38 The Cornell model became the most emulated, particularly in 
the Midwest and West, as the state colleges and universities grew in the last 
half of the 19th century. 
Other Changes 
Affecting the Arts and Sciences Curriculum 
Though the elective system had made Its lasting impact on the colleglat 
curriculum, fn the late decades of the 19th century, disapproval of the electlv 
system and other new developments helped to redefine the collegiate system. 
Gilman had outlined the American concept of graduate education, as well as the 
distinction between the functions of the college and those of the university. 
"University education, as distinguf sh~d from collegiate, lmp1 ies that students 
have formed already the habits of attention, memory, discrimination, classifl• 
cation, judgement.1139 In addition to carrying on the advanced work for which 
37E.D. Phillips, "The Elective System In American Colleges,11 
Pedagogical Seminary, VIII (1901), 212. 
38 Veysey, Emergenc!• pp. 86, 97-98. 
York: 
39oanie1 Coit Gilman, University Problems tn the United States (New 
The Century Company, 1898), p. 295. , 
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the college prepares the student, the universtty should also be the conservator 
of knowledge, extend the bounds of human knowledge, and finally disseminate 
knowledge through learned writing, the press, and extension work. 40 
Science and the research methods which evolved from graduate education 
to reshape the structure of the liberal arts curriculum by the late 
Gilman in 1893 portrayed the times well•·"Science, another name for 
truth, ts its frhe university 1 ~ goa 1. ••• 1141 The omni bus courses of the 
traditional curriculum like natural philosophy. natural history, and mental 
. and moral philosophy had just about disappeared from the curriculum of the 
major colleges and universities by 1890 and had been replaced by more special· 
courses like physics, chemistry, biology. and psychology. 42 
Courses such as English literature, modern languages, history, ·and 
' political economy were broken down Into period courses covering smaller spans 
and different strains of thought. In the years just prior to the 
the century. the social sciences took their place in the arts and 
curriculum. History was no longer simply the narration of events, 
the teaching of new discoveries through primary research. Political 
established itself as distinct from history and political economy.43 
Other modifications took place In the 1 lberal arts curriculum of both 
universities in the period just prior to 1900. David Starr 
40!!!.!!!•• P• 297·298. 
41 tbid.t P• 298. 
42 George P. Schmidt, The Liberal Arts Colle e: A Cha ter In American 
£u1tura1 History (New Brunswic • New Jersey: Rutgers Un1vers1ty Press, 957 , 
p. 186. 
43tbid. pp. 187-188. \ 
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the major-minor system at Stanford • Initial fy a student was 
. allowed to specialize In any of eighteen departments during his first year in 
school with assignment to a particular professor .for advising. This plan was 
Jater amended by delaying the declaration of the major until the end of 
sophomore year and adding more elective studies in the minor area. 
William Rainey Harper at the University of Chicago introduced another 
structural change Jn the undergraduate liberal arts curriculum fn the 1890's by 
the traditional four. year undergraduate school into junior and 
The bachelor•s degree was offered to those who completed 
four-year program, wf th an associate degree awarded to those who completed 
two~year program. Electives and specfalfzatfon were held until the junior 
and senior year so that the student would be better prepared for the more 
crltfcal studles. 44 
The last major modification in the arts and sciences curriculum prior 
First World War, which would set the stage for development of the 
curriculum as we know It today, took place at Harvard. President Eliot, always 
an advocate of shortened undergraduate·education, made a plea, In his last 
~port to the Harvard Board (1907-1908) before his retirement In 1909, for a 
three-year Bachelor of Arts program. It was rejected, for as Eliot had 
reformed higher education in 1869, his educational concepts were soon to be 
recast in the twentieth century. Strong sentiment had been developing to 
bring more coherence and unity to the undergraduate curriculum at Harvard, to 
44 Butts, The College Charts Its Course. pp. 200•201. 
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realign It more closely with the curriculum at Princeton and Yale.'+5 A. 
Lawrence Lowell, to be Eliot's successor In 1910, presented a report in 1903 
concerning the Improvement of Instruction at Harvard. The results of a 
questionnaire of 1,757 students at Harvard indicated that the average student's 
study time per course per week was three and one-half hours and only two and 
one-half hours for a lecture course, whereas the faculty had assumed that 
students were. spending at least six hours per course. As a result of the 
report, easy courses were stiffened up, additional tuition charges were levied 
for taking more than four courses a term to discourage.students from attempting 
to finish the curriculum tn less than four years, and new incentives were 
announced to encourage students to graduate with honors. 46 
Lowell set the tone in his inaugural speech for the concentratlon-dls-
tributlon system which he would develop at Harvard. 11 ••• the best type of 
liberal education in our complex modern world aims at producing men who know 
a 1 ittle of everything and something wet t •1147 The philosophy underlying th ts 
statement Is not unlike Woodrow Wilson's 1902 characterization of the mission 
of higher education. After noting that the scheme of knowledge in the college 
had lost its coherence, he pointed out that there are two ways of training a 
man for life's work. The college can provide: 
••• the skill and knowledge which make him a good toot •••• It is honor-
ab1e •••• But ft is not for the college and never can be. The college 
45 . Veysey, Emergence, p. 248. 
46
samue1 Eliot Morison, ed., The Develooment of Harvard Universitv. 
1869·1929 (Cambridge, Massachusetts: Harvard University Press, 1930}, p. xlfv. 
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1+7 A. Lawrence Lowell. At War with Academic Traditions (Cambridge, 
Massachusetts: Harvard University Press, 1934), pp. 39-40. 
68 
·. 
should seek to make the men ••• somethtng more than excellent servants of 
a trade or skf11ed practioneers of a profession. It should give· them 
elastic4gY of faculty and breadth of viston ••• a surplus of mind to 
expend. . 
The Harvard concentration and distribution curriculum al lowed freshmen and 
'sophomores to pick from three or four groups of subjects. each group repre• 
area_ of knowledge. In junior year the student picked a 
concentration, usually in a department. with time alloted 
'. 4 
for electives in other areas. 9 
Liberal Arts and the Teacher Education Institutions 
Prior to the Civil War, Interest in development of pedagogy of "the 
of teaching" was limited, but began to grow as knowledge of Prussian 
for teacher training and the work of Mann and Barnard took hold. 
Pestolozzlanlsm gave pedogogy in America its first real theoretical 
There was no doubt about the need for pedagogical education as indicated 
by James G. Carter In 1825: 
••• we must have skillful teachers at hand. It wf 11 do but little good 
to class the children till we have instructors properly prepared to take 
charge of the classes. ft will do absolutely no good to constitute an 
independent tribunal to decide on the qualifications of teachers, while 
they have not had the opportunities necessary for coming up to the proper 
standard. And it will do no good to overlook and report upon their 
success, when we know beforehand that they have not the means of success. 
It would be beginning wrong, too, to build houses and to tell your young 
and inexperienced Instructors to teach this or to teach that subject, 
however desirable a knowledge of such subjects might be, while It ts 
obvious that they cannot know how, properly, to teach any subject. The 
48
woodrow Wilson, "Princeton for the Nation's Service," Inaugural Address. 
1(902, as quoted fn David A. Weaver, ed., Builders of American Universities, 
Alton, 111 inois: Shurtleff College Press, 1950), I, 71. t. 
49 Schmidt• The Liberal Arts College, p. 209. 
·. 
science of teaching--for it ~Hst be made a science--is first, In order 
of nature, to be inculcated. 
The first American normal school was privately established in 1823 
Concord, Vermont, by Samuel Hall. It was later moved to Andover, 
' 
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r Massachusetts, and finally to Plymouth, New Hampshire, in 1840. The training 
was at the academy level with a three-year course contatnfng a final term In 
the "Art of Teachfng.1151 In these beginning years only elementary school 
training was required for admission and the teachers were trained only to 
f n elementary or common schools. 
Massachusetts was a leader in the development of the normal schools. 
1851, the advanced curriculum of the Massachusetts normal schools offered, 
after a review in elementary subjects like reading, English grammar, and 
arithmetic: algebra, geometry, astronomy, natural philosophy, intellectual 
natural history, a critical study of the English language, an 
the history of English literature, the history of the United States, 
historical geography, philosophy of· teaching and discipline and its appli• 
in the United States, and practice teaching.52 
As the common school became accepted, the demand for teachers caused 
a tremendous gro~th In the normal schools. By 1874, there were 134 schools--
state normal schools, four county normal schools, nine city normal schools, 
SOJames G. Carter, "Outline of An Institution for the Education of 
Teachers," The Boston Patriot (February 10 and 15, 1825), as quoted in 
American Journal of Education, XVI (1866), 77. 
51 E1bert Vaughan Wills, The Growth of American Higher Education 
(Philadelphia: Dorrance and Company, 1936), p. 116. 
5~Henry Institutions Aoencles and 
~':"1'"--;~~~~~a...-u.u;"-r"~u.w.;a..oa.~LJ4.i~~"""u..i.~'°"'~~;U;;.L.u:.i;~, Hart e~d, Connecti-
' 
.:· 
and 54 private schools (or schools falling to report for the 1874 survey)--
serving 24,405 students. 53 By 1886, there were 86 state normal schools, 22 
two county, and 100 private normal schools.54 
The "col1ege11 training of the early normal schools was, to say the 
very elementary. School teachers were needed for the common schools 
70 
and the normal school offered a program where the female with only an elemen-
background could learn to teach school. Until the latter part 
century, most colleges and universities would not take women nor 
did they institute departments or schools of education. But toward the turn 
century, more colleges and universities offered education courses and 
their doors to women which gave them the chance to earn a bachelor's 
degree, whfch they could not recefve from a normal school. This new competf-
tfon, combfned with the rise of the high school, forced the normal schools to 
upgrade their programs and require a high school diploma for entrance, moving 
them closer to the four-year type of collegiate program.55 However, it was 
,, not until 1903 that the first state normal school became a four-year lnstltutlo 
'·· 
In fact, only nine four-year normal schools existed by 1913.56 
53Richard Edwards, "The Normal Schools of the United States--Thelr Past 
Present and Future, 11 Addresses and Journal of Proceedings of the National 
Education Association (ISi~). p. 51. 
54Haro1d Taylor, "The Philosophical Foundations of General Education," 
Fift •First Yearbook of the Natfonal Societ for the Stud of Education, Part t 
C 1cago: Un vers1ty o Ch cago Press, 952 , P• 393. 
55christopher Jenck~ and David Riesman. The Academic Revolution (Garden 
City, New York: Doubleday and Company, Inc., 19~8). p. 232. 
56J.M. Pangburn. The Evolutfon of the American 
Contributions to Education. No. 500 (New York: Bureau 
College, Columbia University, 1913), pp. lt2, 121. 
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In an 1886 National Education Association survey, four-fifths of the 
210 normal schools reported that one-half to two-thirds of the courses offered 
were largely content and the rest professional. Only about half of the 
schools taught Latin, Greek rarely, and some French and German. Two-thirds 
of the schools taught psychology, methods courses, school economy, and one-
third taught the science of education. Almost one-half taught the history of 
education and two-thirds required practice teaching.57 
The development of the traditional arts and sciences college tn the 
schools can be understood only through examining more closely the 
origins of the total curriculum of the normal school. The Initial purpose of 
these schools grew from the educational reasoning that there was a 11science" 
to teaching teachers how to teach. s.s. Parr Illustrates the 1888 distinction 
between academic knowledge of subjects and teaching knowledge of subjects. 
An analysis of the process of teaching shows that there ts a special 
knowledge in each subject that belongs to instruction. This ts quite 
distinct from academic knowledge. It differs from It In purpose, tn its 
relation to the facts in things, and in the mode by which It is obtained. 
The. ideas of an academic subject are arranged in an order which is 
determined by their own relations. The order of the same ideas when they 
are arranged for teaching, Is determined by their relation to the learning 
mind. The purpose of academic knowledge ts acquaintance with series of 
beings In the order of their necessary dependence. The purpose of 
teaching-knowledge ls acquaintance with the processes of the learning 
mind in the order of mastery •••• The process of ordinary Jearnfng is a 
single process; that of the teacher's study of subject is double. In 
the former, one thinks a series of objectsa in the latter, he not only' 
does this, but rethinks his own thfnklng.5 
Monroe summarizes the thinking about teacher education around 1890 into 
57Taylor, "Philosophical Foundations," pp. 393-398. 
58s.s. farr, "The Normal School Problem," Journal of Proceedings and 
Addresses of the National Education Association (1888), p. 4~9. 
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camps:. 1) some thought that teaching knowledge and pedagogical skills 
courses could exist with academic subject matter; 2) others thought that 
normal schools should limit their curricula to teaching knowledge and peda• 
gogical skills courses and leave academic subjects to the elementary and 
secondary schools; and . 3) the smallest group felt that good background in 
academic subjects with some pedagogical courses was sufficient for teacher 
education. 
By 1905, as the secondary schools gained prominence, the normal 
schools were forced to move toward four-year status requiring a secondary 
school diploma for entrance. A shift also took place in the attitude of the 
normal schools toward the professional education courses, moving from the 
teaching knowledge concept of teacher education toward the teacher edu~ation 
curriculum which colleges and universities had developed after they had 
entered teacher education business just prior to 1900. Professional training 
of a teacher now meant a good grounding Jn the liberal arts through a major 
and mlno.r with a minimum of pedagogical courses. 59 
This movement was further solidified by general agreement upon the 
pedagogical subjects basic to the professional education of teachers. Kruse 
notes that by 1910, through the work of James and Thorndike in psychology, 
McMurray in methodology, and Dewey in social philosophy, the standard program 
was: educational psychology,. history of education, classroom management, 
principles of teaching, practice teaching, and selected specialized methods 
59wa1ter s. Monroe, Teaching-Learninq Theory and Teacher Education, 
1890 to 1950 (Urbana, 111.: -University of Illinois Press, l952 - University 
Microfilms, 1967), PP• 195-196. 
. \ 
courses. 60 
Establishment of chairs of pedagogy or didactics in colleges and 
universities had moved slowly. Norwich University offered a teachers course 
from 1835 to_ 1837. New York University offered a teachers course for a few 
years starting in 1832. Indiana University began a department of education 
in 1853 which lasted only three years. Departments of education arose in 
greater numbers after the Civil War with a culmination Jn the first school 
of educatton in a university in J890·-the School of Pedagogy of the University 
of the C1ty of New York (NYU). At first, graduates of normal schools or 
those with comparable education were admitted, but in 1903 admtsston to the 
School was llmtted to those from a recognized college of arts and sciences 
or its equlvalent. 61 By 1890, however, professional education was becomtng 
established In all colleges and universities, with 114 of 458 colleges and 
universities offering teachers courses. 62 
The Liberal Arts Curriculum 
Prior to the First World War 
Though retrenchment In the liberal arts curriculum may have begun In 
6011Joint Recommendations of the Committee of Seventeen on the Profes-
sional Preparation of High-School Teachers," Journal of the Proceedings and 
Addresses of the National Education Association (1967) pp. 537-538. · . 
Samuel A. Kruse, A Critical Analysts of Principles of Teaching as A 
Basic Course in Teacher•TraininQ Curricula, Contributions to Edu(ation, 
No. 63 (Nashville, Tennessee: George Peabody College for Teachers, 1929) 
p. 62. 
61
wtJJs, The Growth of American Higher Education, pp. 125-127. 
62 . 
Report of the Commissioner of Education for the Year·1889·1890, 
(Washington, D.C.: Government Printing Office, J~93J, It, 1020, 
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totally new utilitarian university was growing up around the school 
and sciences. New departments--domestic science, business admlnts-
tratlon, sanitary science, engineering, and physical educatlon--a11 untradi-
tional and often organized as schools arose within the untversity.63 The 
traditional curriculum embodied in the school of arts and sciences now 
existed side by side with al ten, more utl 1 tty-minded subject areas. Some 
educators found little reason to question this new style of relativism. David 
Starr Jordan In 1899 reflected Wayland's thoughts fifty years before: 
It is not for the university to decide on the relative values of 
knowledge. Each man makes his own market, controlled by his own 
standards. It is for the univers!4Y to see that all standards are 
honest, that al 1 work is genuine.· 
The period between the Civil War and the First World War saw diverse 
e1ements••regiona1. sectarian, private Independent, state, rural. and urban--
form the structure of the college and university. Yet Handlin states that 
beyond this diversity of formative factors, "in origin, control, and ostensible 
purpose, the common elements were even more consequentta1.1165 The educational 
ladder was now complete and accessable to almost all students who wished 
complete formal education from: common school to the doctorate. A college 
education had generally been necessary for access to professions such as law, 
medicine, and the ministry. But, now, with the development of complex 
1903), 
63veysey, Emergence, p. 113. 
64
oavld s. Jordan, The Voice of the Scholar (San Francisco: 
p. 58. 
Elder, 
65Mary Handlin and Oscar Handlin, The American College and American 
Culture (New York: McGraw-Hill Book Company for The Carnegie Commission on 
Hlgher Education, 1970), p. 56. 
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rise of science in the universities, fndusfry placed 
:: pressure on higher education to provide the formal education for tts future 
For admission to prestigious graduate and professional schools, one 
had to attend prestigious undergraduate schools. This allowed certain schools, 
particularly in the Ivy League, to become quite selective. This, in turn, 
pressured the secondary school to offer specific courses necessary to fulfill 
• the entrance requirements of certain co11eges "• •• so that subtle influence 
from above exerted a homogenizing effect upon curricula throughout the 
nation. 1166 Eliot's domination of the Committee of Ten of the Hational Educatfo 
Association In 1892 did much to bring organization and purpose to high school 
educatton,1"but also contributed to the homogenization of the raw material of 
the college--the high school student. 
tn societal terms, even the method of the attainment of "culture" 
become blurred. Hanl J.n points out that because America possessed none 
of the aristocratic background of Europe, culture became~the symbol of superi-
ority to. families. Yet acquisition of culture was not restricted to a few 
,7 Institutions as in England. The formal exposure to culture was facilitated 
by the great Increase in private and state colleges and universities. all of 
which projected cultural competencies similar to the early and more established 
eastern Institutions, while at the same time satisfying various legislatures 
through extension actfvities and avaflabilfty of experts to consult about the 
66Edwin c. Broome, A Historical and Critical Discussion of College 
Admissions Requirements, Contributions to Philosophy, Psychology and Education, 
XI (New York: The MacMillan Company, 1903) 38, 48-54, 68-69, 105-107. 
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problems.67 
Butts distinguished five types of curriculum structures in American 
' colleges and untversi ties tn 1910: 
76 
1) the prescribed or traditional curriculum with emphasis on the 
c:lasstcs, mathematics, and philosophy. The pattern was most prevalent in the , 
New England and Southern schools and in Catholic institutions. 
2) the most common curriculum, one in which one•half or more courses 
prescribed in some fashion. Usually the first two years were prescribed 
and the last two largely elective. Yale, Princeton, and the University of 
Chicago exemplified this style. 
3) the major-minor system In which there was prescribed work in 
fields in the first two years, then specialization In one area.and to 
a lesser degree in a minor area. This was characteristic of schools like 
the University of Indiana, the University of Wisconsin, the University of 
Michigan, the University of Colorado, and the University of California. 
4) the group system in which all courses were divided into large areas 
groups like science, language, history, etc., with a certain number of 
required in each area but election of courses within the groups. 
A derivative of this program was the distribution-concentration system 
initiated at Harvard In 1910. Undergraduate subjects were divided into four 
areas: arts of expression (language, literature, fine arts, and music), 
natural sciences, social sciences, and mathematics and philosophy. 
5) a curriculum in which all subjects were elective, which by 1910 
67tbid., PP• 51-54. 
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lfttle favor among most Institutions. Cornell. Harvard, and Stanford had 
programs before 1910. 68 
·Veysey contends that by 1910 the structure of the American university 
achfeved its twentieth century form, except for the semi-autonomous 
research institute which would develop later. "Few new ideas have been 
on the purpose of higher education since 1900, and there have also 
been few deviatlons in Its baste pattern of organizatton.•t69 
Summary 
When Charles Eliot assumed the presidency of Harvard Universfty fn 
he gave higher educatlon a new pedagogical base from which to work. 
challenged the unity of knowledge. faculty psychology, and dogmatic 
teaching through constant drill. Eliot felt that a young man could know what 
·he liked best and was best suited for. However, the embodiment of Ellot's 
ldeas-·the elective system--was not without fts crf tfcs. \./hf le some felt 
that the student was not mature enough to make his own chotces. others felt 
that election would bring a scattering of subjects and specialization, and 
others maintained that the liberal arts curriculum must have certain obligatory 
subjects If It was to properly train the mind. 
The It bera J arts program was affected by another heretofore unheardof 
element--federal legislation. The Morrill Land Grant Act opened collegiate 
education to the non•elite on a wide scale for the first time. Arts and 
sciences curricula developed initfally in these land grant Institutions with 
68Butts, The College Charts Its Course, pp. 245-246. 
69veysey, Emergence, p. 338. 
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no predictable pattern for the liberal arts competed with agriculturally 
related curricula. However, as these institutions, as well as the normal 
::::·schools, began to Imitate the model of the more established independent and 
large state universities, the liberal arts program in the land grant schools 
fairly Indistinguishable from its forerunners. 
By the late 1800's the influence of science and graduate research 
education began to shape the content and curricular form of the undergraduate 
No longer did all encompassing courses like natural philosophy or 
moral philosophy exist in the arts and sciences curriculum; they had been 
replaced by the more specialized courses In biology, chemistry, physics, and 
psychology necessary for preparation for graduate and professional education. 
By the end of Eliot's term at Harvard in 1909, the general structure 
large university and the arts and sciences college within it had been 
Though regional, sectarian, private, state, rural, and urban elements 
had contributed to the diversification of the total offerings of an ins ti tut ion 
they had.done little to change the essential elements in the arts and sciences 
curriculum. The excesses of complete prescription had been blunted by the 
elective system which In turn was compromised to form the distribution-concen-
tratton system with us today. 
The educational ladder was more or less complete by World War I and 
most white Americans had an equal chance to procede from elementary school 
through the doctorate. Business as well as the regularly expanding frontiers 
of knowledge placed pressures on the undergraduate school to provide the 
education necessary to prepare future graduate students or professional men. 
The stage was set for the consolidation of specialization, the ri~e of faculty 
~ .• 
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professionalism, and the snakelike procession of institutions wandering about 
within the framework of an undfverstfled arts and sciences curriculum looking 
for ways to be different. 
'" \ \ 
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CHAPTER IV 
THE LIBERAL ARTS UNDERGRADUATE CURRICULUM: 
WORLD WAR I TO THE PRESENT 
The Rfse of Specialization 
Between 1890 and 1939 the population of the country as a whole and the 
college-age population increased tremendously. The total population almost 
doubled• while the number of high school students increased fifteen times and 
the number of college students increased eight times. from 150,000 in 1890 to 
1,250,000 in 1938-1939. 1 To fill the needs of this Increased number of student 
liberal arts curricula were expanded to include non-traditional areas as well 
programs in preparation for professions other than law and medicine. 
A general picture of the liberal arts curriculum between 1910 and 1930 
that the independent colleges and public unfversftfes In the Mfdwest 
and in the West moved most quickly toward course offerings in preprofesslonal 
traf ning~ Programs in preparation for medical, dental• and law schools as 
well as professional work in chemistry, biology, or nursing. etc., became an 
integral part of the liberal arts currfculum. The liberal arts school in these 
colleges or universities more often than not also contafned courses in journal-
Ism or business whfch later branched off Into separate schools. The major·mlno 
system and the distribution-concentration system dominated the curricula of 
these colleges with some attempts at general education. The lower level · '·· 
l R. Freeman Butts, The College Charts Its Course (New York: McGraw-Hilt 
Book Company, 1939), p. 265. 
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distribution courses were often prescribed to a great extent particularly In 
the independent colleges in the Mldwest. 2 
The eastern schools, dominated by the independent institutions, moved 
Into the distribution~concentration plan with most of the first and second 
year courses prescribed, and specialization In the upper division years. While 
Columbia pioneered modern day general education for lower division years with 
its "Contemporary Civilization" course in 1919, the almost universal trend in 
arts and sciences schools' curricula was toward preparation for graduate 
school. There was little attempt to initiate professional curricula for 
occupations such as nursing or pharmacy; professional preparation was restricte1 
to training for medical, dental, and law schools.3 
The denominational schools in all regions of the country held longer 
to the traditional liberal arts curricula, particularly the Catholic institu· 
tions. The Jesuit schools, evolving from the Ratio Studiorum tradition and a 
sort of twentieth century faculty psychology retained parts of, if not the 
spirit of, the 19th century classical curriculum. The 1947 Holy Cross catalogu1 
provides a feeling for the Jesuit curricula In the liberal arts: 
This system invests education with all the sanctity and serious respon· 
sibillty of religion itself •••• These means, as ft conceives them, are 
adapted to all students because all are alike In those particulars with 
which education in Its proper meaning has to do. While admitting that 
students vary in talents, in powers of application, in mental tendencies 
and aptitudes, the system fearlessly asserts that all students have 
intellectual faculties essentially similar, e.g., memory, powers of 
. 
2wt11is Rudy. The Evolving liberal Arts Curriculum (New York: Teachers 
College, Bureau of Publications, Columbia University Press, 1960). Summary of 
Rudy's analysis of Bulletins of sel~cted colleges and universities during this 
Period •. 
82 
·. 
observation, of reasoning, of judgment, of Imagination, and of discrimin-
ation; and since these powers are of the same essential character in all, 
they are strengthened and developed by similar exercises and similar 
training in whomsoever found.4 
Generally, this period between the First and Second World Wars can be 
characterized by the triumph of specialization and Its institutionalization 
: through professionalism. The elective system had opened the door to Intensive 
specific areas. The major-minor and distribution-concentration system 
helped to institutionalize this specialization. There were, however, 
•.strong critics of this turn in liberal arts education. As Butts states, the 
arguments for change during. this period urged the development of curricula 
the student understand the relation between different subject matter 
The progressives of the twentieth century wished to integrate the 
matter which was becoming too fragmented to provide an academically 
collegiate experience.5 
The German concepts of graduate education demanded that research for 
scholarship be carried out in depth; specialization of study was the 
Instrument for progress in research. This academic division of labor was 
" supported by the elective system and solidified by the departmental system 
grew up through the major-minor system during this period. For McGrath, 
the rise of the graduate school which changed the liberal arts curriculum 
from an Instrument of genera) education to an agency " ••• for the initial 
p. 36. 
4 Holy Cross College, Catalogue (Worcester, Massachusetts, 1947), 
5Butts, The College Charts Its Course, pp. 247·248, 254. 
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education of scholars. 116 
Progressive and Traditionalist Reform 
Abraham Flexner, known for his criticism of medical education, turned 
commentary to the American university. Flexner noted that one could pursue 
' 
: a traditional liberal arts program at Columbia, but the university also offered 
, courses in 11cookery," "family meals," etc., all of which caused confusion in 
: the educational mission of the university. 
It is defended on the ground ••• that America is a democratic country, 
which, for large social reasons, ignores distinctions. But America does 
not ignore all distinctions. It simply ignores the real distinctions; 
and not a 11 the weight of its wea 1th and numbers can p 1 ace cooking and 
wrestling and typewriting on an intellectual par with music, science, 
literature, and economics, or make ft sound educational procedure to 
jumble them together.7 
Flexner saw that each country has changing needs and that the unlversit 
respond to these needs. But in his opfnton the colleges and universities 
had catered to fleeting and transient demands, confusing the mission of liberal 
change In the university without preserving a sound sense of 
values.a· 
Flexner was indeed correct in that course titles had proliferated. 
Not only had the disctpllnes grown, but the structures of credit requirements, 
prerequisites, entrance requirements, and degree requirements had grown just 
rapidly. This was the beginning of the "academic ·lock-step" characterized 
6 . 
Earl McGrath, The Graduate School and the Decline of Liberal Education 
(New York: Teachers College, Columbia University. 1959}, p. 25. 
7Abraham Flexner 1 Universlties: American, English and German (New York 
Oxford University Press, 1930), pp. 55·5~. 
B.!Els!•, P• 44. 
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by frank Aydelotte, the pioneer of the honors system at Swathmore. Though 
many new programs and courses had been created, the standardization of courses 
necessary to deal with the great Influx of students caused uniformity in progra1~ 
offerings. The procedure of transfer from one college to another added to the 
standardization, tn spite of the fact that the receiving and sending lnstitu• 
tions might be of quite diverse quality. In general, college courses became 
geared to the average student, thereby forming a lock-step system, which 
worked to the disadvantage of the above average student.9 
Butts states that the vocationalism, spawned by the addition of pre· 
professional training of all types, had crept Into the Bachelor of Arts cur-
.. 
ricula in the country to such an extent that most Institutions were more 
willing to allow outside electives to be used for the Bachelor of Arts .degree 
than they were for the Bachelor of Science degree. 10 
As the nation's liberal arts colleges and schools within the untver-
sfties generally proceeded along the specialization path9? the voices of reform 
came from two philosophical camps-·the twentieth century traditionalists led 
by men like Robert Hutchins, Nicholas Murray Butler, and Abraham Flexner, and 
the progressives guided by John Dewey. 
Hutchins minced no words. "The most striking fact about higher learnln( 
in America ts the confusion that besets lt.1111 The high school has changed 
9Frank Aydelotte, Breaking the Academic Lock Step (New York: Harper 
and Brothers, 1944), pp. 13-17. 
10 Butts, The College Charts Its Course, p. 267. 
11 Robert Maynard Hutchins, The Hiqher Learninq tn America (New Haven, 
Connecticut: Yale University Press, 1936J, p. 1. 
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that it offers tracks that prepare a young person for many things as well 
The junior college seems to be nothing more than an extention of 
hfgh school. while the college of liberal arts has become 11 ••• partly high 
partly university, partly general, partly special." 12 
Central to the Issue as Hutchins saw ft, was the conflict between the. 
aim of the university·-the pursuit of truth for its own sake--and the 
other purpose, which had gained the most vogue at the time··preparatlon of men 
and women for life's work. Professionalism in Its many forms from preparation 
for medicine to preparation for careers in business dominated the offerings of 
the university. Colleges were forced to offer training courses in education 
because state accrediting agencies required the course work in order to teach. 
·· The public wanted " ••• to get from the university a product as nearly fl.nished 
as possible, which can make as large and as inexpensive a contribution as 
possible from the moment of graduatlon. 11 13 
Hutchins maintained that professors: were no more than chaparons ff 
they allowed students to choose the courses which they thought would be most 
profitable. To allow this is to admit that there is no content to education, 
no intellectual inheritance. "This overlooks the fact that the aim of educatio 
is to connect man with man, to connect the present with the past, and to advanc 
the thinking of the race •••• it cannot be left to the sporadic, spontaneous 
Interests of .children or even of undergraduates. 11 14 
12~ •• PP• 
13~ •• P• 
1 4 .!..!:?..!! • ' p. 
1-2. 
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Hutchins advocated a course of general education study contered about 
greatest books of the Western world which would provide examples of the 
human thinking. This line of study would bring order out of the 
dfsorder that "vocationallsm and unqualified empiricism" had brought into 
Study of truth for its own sake according to some principle 
of order, such as one might find in metaphysics. would bring a rational plan 
to university life, mediating the divlsive force of professionalism. Since 
the university would be conducted according to a rational plan, :discipl Ines 
be isolated from each other as they were, because they would be 
15 by a rational principle; education would no longer be piecemeal. 
Dewey replied in characteristic progressive fashion. Who is to decide 
truths which should be taught in the university to brfng order out of 
Dewey saw in the rationality of Arfstotle and St. Thomas the same 
, authorltarlanlsm as one might find fn the statements of Hegel, Marx, or even 
11 
••• it is pertinent to raise the question of how far institutions 
centers of creative thought, if in their management It Is assumed 
fundamental truths and the hierarchy of truth are already known. 1116 
Dewey saw In Hutchtns' appeal a return to the past In order to solve 
problems of the future. With Dewey's reliance on the power of science Jn 
solution of social problems, Hutchins• concept could only be a retreat. 
"Hi.gher learning can become intellectually vital only by coming to that close 
,,. grip with our contemporary science and contemporary social affairs which Plato, 
,, 
l51bid., p. 117. 
16 John Dewey, "President Hutchins' Proposals to Remake Higher Education 
The Social Frontier, 111 (January, 1937), 104. \ 
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and St. Thomas exemplify in thefr respective ways. 11 17 The progres-
sfves stressed a strong bond between the college and the community and the 
problems of society. Learning involved an active response on the part of the 
student rather than passive absorption of a fixed body of knowledge. Anything 
of this was a return to the clai;sf cal curriculum. 
Alexander Meiktejohn, Dean at Brown, President of Amherst College, and 
the Experimental College of the University of Wisconsin tn 1928, 
a kind of middle ground to the Dewey and Hutchins camps. 
Heiklejohn had written earlier that knowledge and thinking are good In them-
but can also lead to better living. "Knowledge is to be sought 
chiefly for the sake of Its contribution to the other activities of human 
living. 1118 He did not see the issue of 1 iberal education in terms of the 
practical versus the intellectual, but rather in terms of Immediate and remote 
ends. 
Meiklejohn was one of the first to grasp the twentieth century concept 
of general education and actually place ft into practice. His 1914 survey 
course at Amherst in "Social and Economic Institutions" for freshmen and sopho-
mores was an attempt to bring to them a unified picture of civilization. 19 
But his experiment at Wisconsin returned to an adaptation of the prescribed 
curriculum, wf th emphasis on the study of the Athens of Pericles and Plato. 
The true progressives as Rudolph states, became aware of 11 ••• the almost 
18Atexander Mei_klejohn, The liberal College (Boston: Marshal I Jones 
Company, 1920), pp. 38-39. 
l9Butts, The College Charts Its Course, pp. 307-308. 
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nature of the traditional institutions, for which flexibility Jn 
subject matter was proving to be more significant than~flexiblllty Jn method 
85 a means of sustaining student interest •••• 1120 Isolated outposts of diver-
sity such as the new Antioch College program arose. In 1921 Antioch commenced 
five year work•study program. a new mixture for higher education tn which 
student divided his time between campus and outside world where for five 
or ten weeks he was employed in the real world and could match his campus 
learning with what it takes to succeed. Bennington College founded in 1932 was 
also a response to the progressive idea of Initiative. self expression. 
creative work, and self dependencei, At Bennington, the curriculum attempted 
the gap between work and play, between the classroom and whatever 
the student might pick for life's work. 
But these kinds of programs which attempted flexibility in method as 
in subject matter were far and few between. John Johnston. Dean of 
the College of Science, Literature and the Arts of the University of Minnesota 
1930 best expressed the manner in which the larger institutions were moving. 
the public university where all graduates of state high schools could attend 
curriculum construction should be guided by three principles: 
••• 1) to eliminate by the most direct and least painful route those who 
do not belong in college, whether from the standpoint of ability or 
purpose, 2) to provide suitable instruction for those of moderate 
-., ab fl tty above the level of high school, and 3) to carry out the Intel• 
lectual and moral training of those whose ability and purpose fit them for 
the higher duties in society for which the college is expected to give 
. ' \ 
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trainlng. 21 
Johnston saw that curriculum building in a public liberal arts college 
• 
much different than that in a private Institution where the indlvidual 
differences of its students could be screened, particularly the level of 
intelligence. Johnston thought that alt students tn the public college could 
not be treated as scholars. "Those of doubtful ability should be put Into 
work that may be of use to them, that will be less expensive to the college, 
serve as a test of their claim to continue. 1122 Courses for these 
should have vocational or citizenship value and be taught In large 
sections; English, modern history, geography, general economics, government, 
lectures in the sciences, mechanical drawing, and shop work would be the types 
of courses to serve this purpose. 23 
This noblesse oblige attitude of educating the masses was the method 
by which many of the larger schools dealt with the many students who inundated 
their campuses prior to World War II. Though this formula seemed to consider 
the individual differences which the student brought to the public institutions 
it contributed little to diversity in curriculum because the faculty within the 
universities retained the basic conviction that college was realty for those 
could benefit the most from it. 
21 John B. Johnston, The Liberal College in Changing Society (New York: 
Century Company, 1930), pp. 228-229. 
22 1bid., P• 230 • 
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231bid., pp. 230-231 • 
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The State of the Liberal Arts Curriculum 
Before World War II 
Out of the traditionalist desires to build a new unifying rationale 
replace educational disorder and overspecialization. and the progressive 
90 
to combine democracy with technology, the cultural with the practical, 
eliminate a stratified society, have grown the basic liberal arts 
curricula of the 1970's. Wlth,some modification, the curricular summary which 
described in 1939 still holds, suggesting that little diversity has 
into the inner workings of American higher education In the last forty 
His curricula summary is outlined as follows: 
1) Administrative Shuffling of Course Requirements 
A) Concentration and Distribution 
B) Major-minor 
C) Group system 
2) Ind ivi duali zed Instruct Ion 
A) Tutorial and Preceptorial Plans -- Students are assigned to 
tutors who advise and help in classwork or for final examinations, 
relieving the pressure of large classes. 
B) Honors and Independent study -- Honors work is generally 
divided into three ty.pes: 1) honors work which is extra activity 
over and above graduation requirements, 2) honors work which 
substitutes for a certain number of courses, usually in junior and 
senior year, and 3) programs where honors work completely replaces 
the regular curriculum for at least the last two years. 
Honors programs began as early as 1873 at Wesley«cln College. 
\ 
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The University of Michigan began a plan in 1883 which excused the 
abler student from certain requirements and allowed a freer 
specialized program. But honors began In earnest. particularly 
in the form outlined In number 3. above, at Swathmore in 1922. 
C) Reading periods and flexible attendance requirements -- No 
class attendance ts required before or after holidays and at the 
end of school terms before final examinations to allow for special 
reading. 
D) Individualized conferences, discussion groups, and seminars 
at the undergraduate level -- These arrangements are particularly 
effective in smaller colleges as an alternative to the typical 
classroom atmosphere. 
E) Field activities -- Work-study programs which Integrate 
classroom learning with real life activities, and study in foreign 
countries are the best examples of this type of curriculum. 
F) House plans -- Thfs structure provides communal living on a 
large scale, allowing student and teacher to live and learn with 
each other at times other than formal classroom situations. Class• 
rooms are often part of the living complex. 
G) Student interest and experience -- In conjunction with the 
teacher, the student works out his own curriculum within and with· 
out the college based on his needs, interests. and appropriate 
experiences. 
3) Greater prescription to increase Integration and afford common fund 
of knowledge -- These are the "general education" pr~i:ams which 
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attempted to unify the narrow divisions in subject matter which 
had grown with specialization, to seek interrelationships in know-
ledgecthrough a more integrated approach to understanding society, 
and to provide a common fund of knowledge necessary for Intelligent 
living in a modern society. Some of the more prominent exponents 
of this format are characterized as: 
A) Broad fields of knowledge -- All courses are grouped in large 
divisions like social sciences, natural sciences, language and 
literature, philosophy and religion, and fine arts. Students 
are required to take certain courses (rom each group. 
B) Comprehensive examinations -- This device uses an examination 
or the threat of it as an integrating factor in the students' 
learning. 
C) Survey courses -- These devices, probably the most widely used, 
range from courses which cram all manner of historical fact into 
the freshman and sophomore mind, to courses which attempt to 
develop the basic intellectual skills necessary for dealing with 
the more specialized courses of the junior and senior years. 
D) The Great Books approach made famous by Barr and Hutchins. 24 
With the development of these structures, higher education had by the 
Second World War pretty well caught up with the manner in which the society was 
moving. Though a new kind of prescription was evident in general education 
courses, they were not constricted by any notion of a fixed body of knowledge 
24Butts, The College Charts Its Course, pp. 409-416. 
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In the traditionalist sense; they endeavored to Integrate an ever-changing 
body. of knowledge. There was also no doubt that natural science, even the new 
social sciences, had made their lasting impact upon the liberal arts and 
sciences curriculum. The structure with which higher education would deal with 
the tremendous growth In student population after the Second \.!orld War was 
now set. And it is with these currtcuta that faculty and administrators have 
attempted to cope with the demands of the last 1960 1s for more Individualized 
and diverse, yet equalitarian, higher educational opportunities. John Dewey 
framed a most Insightful prediction Jn 1901: 
In the future It is going to be less and less a matter of worrying over 
the respective merits of the ancient and modern languages; or of the 
inherent values of scientific versus humanistic study, and more a question 
of discovering and observing the broader lines of cleavage, which affect 
equally the disposition and power of the individual, and the social 
callings for which education ought to prepare the individual. It will 
be, In my judgment, less and less a question of piecing together certain 
studies in a more or less mechanical way In order to make a so-called 
course of study running ~hrough a certain number of years; and more and 
more a question of grouping studies together according to their natural 
mutual affinities and reinforcements for the securing of certain well-
marked ends.25 
State Colleqes and Regional Universities 
The period between the two world wars saw what diversity there had 
been between the teacher education institutions and the colleges and univer• 
sities disappear. Not only did most colleges and universities offer wide· 
;· ranging teacher education programs, but the teacher education insitutions were 
altering their status to that of state colleges and regional universities. 
Lovinger in his 1947 study of general education programs noted that · ; 
25 John Dewey, "The Educational Situation," Contributions to Education 
(Chicago: University of Chicago Press, 1902), p. 250. ________________________________________ ...,. __________________ ._.. ___________ ~ 
I·, .. ".·. .  '• .:/ 
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administrators tn fifty-seven percent of 127 teachers colleges reported their 
. 26 fnstftutlons as "multl·purpos.e regional colleges." The steady movement of 
the normal schools and teachers colleges toward academic organization stmilar 
to the colleges and universities ts Indicated by the adoption In 1923 by the 
Association of Teachers Colleges of "Standards for Accrediting 
Colleges and Normal Schools." In addition to requiring four years of 
accredited secondary education for entrance, the standards.called for a minimum 
of 120 hours for the bachelor's degree as well as setting minimum scholastic 
standards for teaching in the instltutions. 27 
Deyoe•s study of the catalogues of 114 state normal schools in thirty• 
states for the years 1902-03, 1912•13, 1922·23, and 1932-33 confirms the 
' gradual Imitation of college and university organization by the normal ·schools. 
found the institutions diverging from their stated purposes by expanding 
non-professional course offerings for an increasing number of non-
teaching oriented students. The content of academic subjects was expanded also 
because these institutions were responding more to the professional needs of 
secondary school teachers, rather than the elementary school teachers. Deyoe 
also saw a trend toward developing content areas as recognized dtscfplfnes for 
the broad cultural development of the student with little regard for connecting 
subjects with the profe~sional aspects of teaching these same content 
26 Warren C. Lovfnger, General Education in Teachers Colleges (Oneonta, 
New York: American Association of Colleges for Teacher Education, 1948), 
p. 30. 
27Guy E. Maxwell, "Working Conditions Essential to Highest Efficiency 
and Economy," Addresses and Proceedings, National Education Association, LXll, (1924), pp. 618-619. 
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Deyoe maintained that this attempt by teachers colleges to add liberal 
courses was blurring the distinction between the two types of educational 
The real problem as Deyoe saw it was that the teachers colleges 
more like the education departments of the colleges and unlver-
In a study done for the 1934 National Education Association Meeting, 
pelk also noted the convergence of teachers colleges and the liberal arts 
colleges and universities. 
In aims and practices these Institutions are moving toward one another. 
The prime factors in this approachment and why teachers colleges are 
becoming state colleges are local pressure, the necessity for self•main-
tainence, the desire for larger numbers to offer differentiation in 
curriculums, the effect of regional accrediting associations, and ·the 
fact that the graduate traJning of the faculties has been obtained Jn the 
same institutions.30 
Peik also noted similarities between the teachers colleges and the 
liberal arts Institutions In the percent of the curriculum devoted to certain 
subject matter and professional areas. In liberal arts colleges and unlver-
slties, only 6 percent more of the curriculum was devoted to language than in 
the teachers colleges, 2.3 percent more in psychology, 2.1 percent more in 
28George P. Deyoe, Certain Trends In Curriculum Practices and Policies 
In State Normal Schools and Teachers Colle es, Contributions to Education, 
No. 0 New York: Bureau o Publications, Teachers College, Columbia Univer-
sity. 1934), pp. 88-92. 
29~., P• 85. 
30
w.E. Peik, 11The Education of Teachers in Teachers Colleges and in 
Universities and Liberal Arts Colleges: A Comparative Study,'' Proceedings of 
the Sevent -Second Annual Meetin of the National Education Association ()934), 
p. 75 • 
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2 percent more in science and just a fraction more In social studies 
In other types of curriculum components, there was more 
comprehensive examinations were used in 66 percent of the univer-
. slties, 30 percent of the liberal arts colleges, and 11 percent of the teachers 
colleges; honors programs in 28 percent of the universities. 7 percent of the 
liberal arts colleges, and 7 percent of the teachers colleges; tutorial plans 
fn 17 percent of the universities, 21 percent of the liberal arts colleges, 
percent of the teachers colleges; and ability grouping in 64 percent 
the universities, 52 percent of the liberal arts colleges, and 39 percent 
the teachers colleges.31 
Charles Judd perhaps best characterized the change and the future at 
1933 National Education Association meeting. 
Literally the worst possible course which the teachers colleges of this 
country can adopt is to follow in the footsteps of the conventional arts 
college. The hope of securing respectability by becoming an arts college 
ts one of the most dangerous allurements to which teachers colleges seem 
to be falling victims. My exhortation to this body ts to abandon the 
t rad tt ions of the arts co 11 eges, make a firs t•hand study of the needs 
of the American schools, Invent curriculum materials which these schools 
need. prepare for these schools teachers who have a broad outlook and an 
acquaintance with the larger issues of present-day life, and cultivate 
the respectab!~ity which comes from creative leadership rather than from 
Imitation •••• 
Social Change and the Liberal Arts Curriculum 
Since World War II, the greatest change which has affected the colleges 
and universities has been the equalitarian social context in which they have 
31 tbid., P• 767. 
-
32Charles H. Judd, "Next 
Proceedinqs of the Sevent ·First 
Assoc1at1on 933 , p. 7 7. 
Steps in the Improvement of Teacher Training, 11 
Annual Meetino of the National Education 
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to operate rather than any new curriculum developments which colleges and 
universities have developed for the education of their students. As noted 
previously, the summary of the curriculum structure of higher education in 
stands today wtth few exceptions. Bell has, perhaps, best 
this new atmosphere in which today's liberal arts college now 
1) The college ts no longer the place of the elect. The higher 
percentage of college age persons who now attend college plus the 
large amount who go to the community colleges have created new social 
distinctions, not between those who attended or did not attend college, 
but between those who graduated from 11eltte11 colleges and those who 
graduated from the "mass" colleges. 
2) Because of competition to go to the better colleges, the university 
has become the chief determinant of social stratiftcatlon in society. 
wtth the importance of education in our soclety~ the degree-granting 
power of the university has become quite Important. 
3) Overall, the job of mass hlgher education has become the task of 
colleges and universttles. Because of the availability of higher 
education to the many, the definition of what "higher education" is has 
changed. 
4) As soci.ety has become more differentiated, the university has taken 
over the job of training for the needed specializations. To this end, 
the graduate school has become central within the university. With the 
ascendancy of the research function (over teachlnq) and Its relation 
to the reward system In higher education, graduate education has fitted 
,,_:: .... 
'· 
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hand in glove with the move toward specialization in colleges and 
universities since 1900 and especially since World War II. 
5) The burgeoning of research within the universities and its relation 
to the general growth of knowledge in the last three quarters of a 
century has multiplied the number of subjects which the university 
must teach. particularly if It ts to service all the new speciali-
zations which have grown up. Not only has there been an increase in 
what one might ca11 traditional courses in specialized areas, but new 
intellectual conceptions such as game theory, cybernetics, and infor-
matton theory and their applications to procedures such as simulation, 
systems analysis, linear programming, and operations research have 
given rise to new 11 inte11ectua1 technologies" which must be taught 
in the university. 
6) Education Is now taking place in a radical new political, economic, 
and intellectual setting. Education now exists within a new conscious-
ness of non-Western culture which has arisen from the birth of over 
fifty new nations in the last twenty-five years. The protracted con• 
flict in Korea and lndo-Chlna has made its impact on the students 
and the faculty of the colleges and universities, while, at the same 
time, the government has spent large sums' on research related to the 
war effort, which has created large new laboratories and research 
centers in the physical sclences, life sciences, and social sciences 
in colleges and universities.33 
33oaniel Bell, The Reforming of General Education, Anchor Books (Garden 
City, New York: Doubleday and Company, 196S), PP• 107-108, 280-283. 
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Bell's last point calls for some expansion given the 1966 publication 
The Reforming of General Education. · Since that time, escalation of the 
Viet Nam war effort by the United States. the impact of the Kent State and 
Jackson State tragedies, and the heightened tension In colleges and univer-
sities over education of minority groups has called the place of the college 
In society into question. Should the college remain a transmitter of culture 
or should it become an agent for change of society? 
The Snakelike Procession 
Another commentator about this era is David Reisman who pictured 
American higher education in 1956 as a snakelike movement 11 ••• directionless 
at the head of the procession as far as major innovations are concerned, in 
rapid if sometimes contradictory motion in the middle, and lacking in much if 
any aliveness at the end. 1134 The avant•garde or leaders of the procession, 
for Reisman, are constantly watching each other for innovation, but not 
necessarily coming up with anything new. In the 1800's there had been the 
< pioneering efforts of Gilman, Tappan, White, and Eliot which definitely altered 
'j higher education. But now there were no longer European models to look to; in 
fact, the world was now coming to the United States for examples, particularly 
at the graduate level. 
But within the procession, an Increasing number of institutions were 
queuing up behind the leaders. The quality and type of faculty and academic 
programs which once distinguished the leaders from the middle and the end of 
34
oavid Riesman, Constraint and Varlet in American Education, Anchor 
Books (Garden City. New Yor : Doubleday and Company, 95 • 
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procession is now being reduced to a point where there are hundreds of good 
schools pursuing the ever-turning head of the snake.35 It has become evident 
In the 1960's that the state colleges and regional universities are rising to 
of the middle by employing graduates of the leader institutions who 
Integrate the advances of the leaders Into the middle institution programs 
making all Institutions more and more alike. 
General Education After World War II 
The concept of 11general education" arose again at the end of the 
Second World War as the Harvard Report of 1946 identified the five major 
• approaches to general education at that time: 1) distribution requirements, 
' 
"-: . 
·' 
comprehensive survey courses, 3) functional courses, I.e., courses on how 
raise a family, maintain health, etc., 4) the great books curriculum, and 
Individual guidance. 
The Harvard au~hors contended that none of these general education 
programs provided an Integrated view of life for the student.· These systems 
forced the student to take one course after another, just waiting to finish 
,, his general courses so he could take his specfal ized courses which had more 
meaning to him. "Just as we regard the courses in concentration as having 
definite relations to one another, so should we envisage general education as 
an organic whole whose parts join in expounding a ruling idea and in serving a 
common aim. 1136 Furthermore, the Report defined the relationship between genera 
and special education: 
35 1bid., PP• 55·56. 
36~ra1 Education 
(Carnbrid e Massachusetts: 
In a Free Society, 
Harvard Universi 
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General education should provide not only an adequate groundwork for the 
choice of a speciality, but a milieu in which the speciality can develop 
its fullest potentialities. Specialization can only realize its major 
purposes wlthl~ a larger gen~5a1 context with which It can never afford 
to sever organic connection. . 
From this analysis evolved the Harvard curriculum of sixteen courses, 
of which six were in general education. Of the six, one was In humanities, 
social science, and one in science. The first courses tn humanities and 
sciences were prescribed, but many science courses were offered. Three 
more general education courses were to be taken at a more advanced level, but 
not in the area of concentration of the student, although one could be in the 
area of the concentration of the student.38 
The President's Commission on Higher Education for Democracy in 1947 
also addressed itself to the problem of general education and specialism In 
higher education. Pointing to the unwarranted specialization resulting from 
the importance of the major in the collegiate curriculum, the Commission 
states that 11such a degree of specialization ~s is present todaYJ amounts to 
vocationalism in liberal education. 1139 The Commission pointed to the influence 
of graduate education and the specialized scholarly interests of the graduate 
faculty as the major reasons for this turnabout. Looking to the veterans who 
would be returning from the war, the Commission recommended that programs in 
colleges 11 ••• need to be built around a much wider range of inte11ectua1 and 
37 1bid., p. 103. 
38tbid •• pp. 196-197. 
39Hiqher Education for American Democrac : A Re ort of the President's 
Commission on gher Education, , New York: Harper and Brothers, 9 7 , lf,.72 
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occupational objectives to serve a much larger and less selected body of 
. ,,40 
students. 
The Commission recognized that the liberal arts curriculum had been 
splintered by over•specialtzatfon resulting tn programs which did not contri· 
adequately to the student's later life as an adult or a citizen,.arid 
general education could build the bridge between special izatfon and the 
The Commission also saw great merit in other curricular 
strategems for breaking up specialization such as the topical major, divisional 
area studies, and functional majors in which a student could compose 
plan of studies with well-defined objectives and related subjects 
a systematic program. 41 
The philosophical positions and the curricular patterns which emerged 
these two reports are the basts of most of the general education programs 
which now exist tn the United States. Given availability of personnel who 
wtsh to teach in the general education programs and the financial capacity of 
the institution to mount ·genuine general education programs, little change has 
place ln the last twenty-five years. 
Bell in his 1966 The Reforming of General Education offered a theoreti-
cal challenge to the commonly held conception of general education. Bell did 
not accept the distinction between general education and specialism. 
One must embody and exemplify general education through disciplines; and 
one must extend the context of specialism so that the ground of knowledge 
is explicit. The common bond of the two is the emphasis on conceptual 
inquiry. To this extent, in the reconciliation of liberal education and 
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specialism, training cannot deal with techniques in the narrow sense, but 
with the foundations of knowledge ltself; i.e., how a particular dtsctplin 
establishes its concepts; how these concepts, seen as fluid inquiry, need 
to be revised to meet new problems; how one establishes the criteria of 
choice for one, rather than another, alternative patterns of inquiry. In 
effect, general egucation ts education in the conduct and strategy of 
·inquiring itself. 2 
Bell did not wish to have method of inquiry taught apart from subject 
but rather that each be taught with an awareness of the other. For 
Bell, the nature of the college education ts a series of logical steps 
••• in which first comes the acquisition of a general background, second 
the training in a discipline, third the application of this discipline 
to a number of relevant subjects, and fourth the effort to link discipline 
in dealing with common problems.~3 
To carry out this educational process, Bell proposed the following four 
y step curriculum: 
1) History and Tradition. A detailed discovery through a contemporary 
civilization and humanities program of the history and traditions of 
Western civilization. 
2) Introduction to a Discipline. Through spectal courses the student 
would see how a discipline is formed through the application of related 
concepts to certain phenomena, i.e., how a social science organizes its 
perspective of society. 
3) The Extension of the Discipline to Subjects. Within the student's 
chosen major program, the discipline would be applied to the various 
subject matters in the major field. 
4) The Third Tier. These special courses would seek to explore the 
42Bell, The Reforming of General Education, pp. 159-160. 
431bfd., p. 169. 
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interrelated issues between the disciplines, to provide insight Into 
the foundations of the fields and to raise value problems in the 
application of the discipline. These would differ from the earlier 
conceived general education courses of Columbia or Chicago which were 
only introductory courses.44 
For Bell, this type of curriculum would remedy some of the errors of 
previous interdisciplinary courses. These courses had failed because the 
student had been introduced to a cross•hatch of topics in an area like the 
social sciences before he had any knowledge of the disciplines like sociology 
or psychology which undergirded the study of the area. Little learning takes 
place if the student picks up only bits and pieces about various disciplines 
general education survey course. 45 
Bell also felt that such a systematic arrangement of courses would 
solve some of the evils of the distribution system. Just because a student 
has a free option to take courses outside of his major guarantees no broadening 
of knowledge. Freedom in education ts not achieved by allowing a student to 
l take the courses he likes because the courses may have little or no connection 
~· 
~. 
! and contribute little to an integrated view of knowledge. 
Examples of present day general education programs indicate that some 
diversity does exist in this area. The program at Harvard has been mentioned 
previously. In 1965-66 in the College of the University of Chicago, the studen 
had to achieve competence in four years in eight fields: biological sciences, 
44 tbid., pp. 263-264. 
-45~., P• 179. 
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sciences, humanities, social sciences, English composition, foreign 
'ianguage, mathematics, and history of Western civilization. This coulcJ be 
instruction or placement tests upon entry to college. The third 
program was devoted to guided electives and the fourth year to 
courses. 
At the University College of Michigan State University, a core of four 
Is required of all undergraduate students: American thought and 
language, natural science, social science, and humanities. At the same time 
takes the general education courses, he may also take prerequisite 
for his major area which he wilt enter In third and fourth year. 
At the University of Minnesota, the General College and the College 
of Science, Literature, and the Arts provide general education for two ·groups 
of students. The General College ts open to any high school graduate of the 
State of Minnesota. The objectives of the General College are based on the 
objectives of general education as seen by the 1947 President's Commission 
for Education for American Democracy. It Is designed for students who may 
spend only a few terms at the university. Some of the areas of study are 
··. different from those one would find In the traditional general education 
program, i.e., home life studies, psychology, philosophy, and personal develop• 
ment, while other courses provide the typical integrative courses in social 
sciences or humanities. 
The College of Science, Literature, and the Arts offers general educa-
tion courses divided into six areas: freshman English, foreign language, 
social science, natural science, humanities, and health. No single course In 
these two colleges or the University of Minnesota ts requi~ed. A~ Michigan 
I 
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the core program was required of all. 
At Oakland University, an offshoot of Michigan State University, all 
students must take certain general liberal arts courses called University 
In the first and second semesters, literature tn the Western 
,;, tradition, and the development of \Jes tern instf tut tons and social ideas; a 
foreign language; two courses in science and mathematics; work In art or 
music, the social sciences, and area studies, all of which represents about 
the curriculum. 
At Monteith College of Wayne State University, the general education 
consists of a five-quarter sequence In the social sciences, a six• 
sequence in the natural sciences, a five-quarter sequence in humanistic 
studies, and a two-quarter senior colloquium. The senior colloquium provides 
a capstone to the total program and forms an Integrating function which most 
general education programs do not provide • 
At Amherst, all students follow three two-year sequence courses tn 
natural science, social science, and English-humanities. In the first year 
all study physical science and mathematics, European civilization, and a foreig 
language. In sophomore year, all take the same American civilization course. 
The science requirement in sophomore year may be chosen from chemistry and 
biology; a semester course tn evolution of the earth and man plus a semester 
course in astronomy, biology, chemistry, geology, or psychology. The humanltle 
requirement in sophomore year is three courses from three different areas or 
two from one area and one from another area-·llterature, English, or foreign 
language; philosophy, religion, or classical civilization; or fine arts, music, 
' \ 
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or drama. 
Beyond the issue of diversity among general education approaches, 
question the effect of this aspect of liberal arts education. Ashby 
notes that this attempt to synoptically cover the modern knowledge In humanitie 
sciences, and natural sciences In a few lower division courses is a 
feature of American education. "It was a courageous attempt •••• But It 
does not appear to have succeeded •••• Even at its best (as at Harvard) general 
education has disappointed lts creators •••• 1147 
Handlin is less sympathetic in his assessment of general education in 
liberal arts colleges. When Harvard adopted the general education format 
after the Second World War, this gave other institutions a model true to the 
Riesman procession. But in some colleges, general education courses became 
an alternative to scholarship, softening the harsh scientific attitude of 
some previous programs. In other institutions, old courses were just shuffled 
and renamed. Worst, though, was that the general education ,programs created 
a dichotomy in the curriculum between the specialized and the general course. 
This curricular division would later contribute to the curriculum relevancy 
dispute between faculty and students to be felt in the late 196o•s.48 
Mayhew indicates that the concept of general education has become so 
diluted today with distribution programs and breadth requirements •• ••• that 
46Aston R. Williams, General Education in Hfqher Education (New York: 
Teachers College Press, Teachers CoJ lege, Columbia University, 1968), pp. 53-57 
116-133. 
for 
4 . 7Eric Ashby, Any Person, Any Study (New York: McGraw-Hitt Book Compan 
Carnegie Commission on Higher Education, 1971), p. 34. 
48Handlin and Handlin, The American College, p. 79. 
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education Is really a meaningless term since people define it in almost 
the i r fancies d le ta te. 1149 
Stephen Spurr in his analysis of academic degree structures for the 
Carnegie Commission states that 
••• the undergraduate curriculum has changed remarkably little [I.n the 
last ten year!), that independent study programs tend to be utilized by 
the few rather than the majority, and that curriculum change is cyclic 
and subject to short lived fads. New ideas for the most part are old 
Ideas refurbished and brought back into ~ervice. Institutions introduce 
again what they had and discarded. What passes for Innovation at one 
institution is being discarded at another.5° 
Cluster Colleges 
Another "innovation" which has been hailed as a contr-ibution to diver-
in higher education ts the cluster college. The cluster college plans 
vary from the learning-living residence units of Michigan State University 
through the federated colleges concept of Rutgers University to the Claremont 
Colleges idea in California. 
In 1961, Michigan.State University began to build classrooms,·labora-
tortes, libraries, and faculty offices into residence halls. The rationale 
for this arrangement is succinctly stated by John Hannah: 
••• it is to bring students together in the smallest groups that are 
economically feasible, eliminate the artificality of the single-sex 
society, provide convenient opportunities for students to meet and talk 
with their teachers, establish a learning environment in the student's 
home life, and finally, so relate the learning experience and the living 
49Lewls Mayhew as quoted in Williams, General Education, p. 116. 
50 . 
'· 
· Stephen H. Spurr, Academic De ree Structures: Innovative A roaches. 
(New York: McGraw-Hill Book Company or Carnegie Comm ss on on Higher Educat o , 
1970). p. 57. 
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experience that they wl11 reinforce each other.51 
core curriculum (described previously) for all undergraduate students in 
two years at Michlgan:~state made administration and curricular organi 
of this two-year program most feasible. 
Extending the two-year Jiving-learning concept to four years. Michigan 
established the first of its program-oriented colleges within the 
university in 1965--Justln Morrill College. Some faculty particularly at the 
full and associate level became full-time members of the college while others 
continued part-time association with the University. With an annual input of 
400 freshmen, the College will never rise above 11 200 students. The emphasis 
of this liberal arts college is humanities and the social sciences. About 
one-half of the student's courses are taught In the College and the remainder 
In the traditional departments of the University. Future colleges of this 
type at Michigan State hope to concentrate curricular efforts In social science 
related to public policy and in the sciences In connection with society and 
philosophy of science.52 
The unification of the institutions which make up the Claremont 
Colleges provided a structure by which the member colleges gained better 
facilities, laboratories, and cultural programs. The students were provided 
a wider range of instructors and the faculty were afforded greater avenues for 
professional interaction. 
The University of Pacific and the University of California, Santa Cruz,· 
51John A. Hannah, "The University as a Matrix," Journal of Hiqher 
Education, XXXVlll (October, 1967), 382. 
52~ •• pp. 384-385. ' I 
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offer other examples of the cluster college setup. The University of Pacific 
·changed from its traditional style to small interrelated colleges in the Oxford 
and Cambridge tradition. The Initial idea was to create small colleges with 
·a maximum enrollment of 250 students; to have their own faculties and chief 
administrative officers; to be a part of the larger university under a board 
regents; and to make use of central facilities like the library. 
The first subcollege of the University of the Pacific emphasized the 
traditional liberal arts curriculum of humanities, social sciences, and the 
natural sciences, but within the context of a sense of personal identity, 
Involvement, and social responsibility. The second subcollege teaches all 
courses in Spanish and is striving to train men and women as inter-American 
specialists, allowing Latin American students to receive quality education in 
/:·· their own language, and to give at 1 students of the Americas a chance to t ive 
<".: 
and learn together. The third college emphasizes history and culture of the 
non-Western world.53 
Yet, the cluster concept may not have made enough of an impact to 
bring diversity to the liberal arts curriculum. Dressel suggests that even 
though the Claremont Colleges may enjoy some structural advantages from the 
cluster concept, lt does not appear •• ••• that there has been any material change 
in the quality or nature of the curriculum in individual institutions or in 
the kind of instruction provided. 1154 
53Jane Lichtman, "The Experimental Subco11ege," ERIC Clearinghouse on 
Higher Education, Report 12 (Washington, o.c., June, 1971), p. 4. 
54Paul L. Dressel, "Curriculum and Instruction," from the Conference 
on the Cluster College Concept, Journal of Higher Education, XXXVlll (October, 
1967), 394. ' 
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Dressel feels that the small college concept developln'g at large uni-
versities like the University of California, Santa Cruz, and Michigan State 
University may somewhat modify the undergraduate curriculum, 
••• but ft seems much more likely that what will develop is a choice betwee 
a higher degree of specialization (either vocationally or disciplinarily 
oriented) and a broad liberal education unified and made more coherent 
by a c~ref~!ly planned curriculum and a combined living-learning 
s1tuat1on. 
Academic Calendars 
Since World War II, there have been Increasing attempts at curriculum 
change through manipulation of the academic calendar and change in the credit 
structure for earning the bachelor's degree. The most widely used academic 
calendars up to the last five years have been the semester system and the 
quarter system. However, In recent years, calendar systems such as the 4-1·4 
and the 4-4-1 have gained favor, particularly in the smaller institutions. 
These calendars enable colleges to offer more individualized courses during 
the interim periods between or after the main four-month terms. Everything 
from trips abroad to working In the inner clty can be planned for the short 
term. Generally, greater flexibility and more experimentation Is afforded 
with interim period courses. 
Often combined with a move to one of the above mentioned three-term 
systems is a change in the credit structure from the accumulation of a 
specified number of credits characteristic of the semester and quarter systems 
to the course system in which the student must complete a certain number of 
courses in the four years, usually thirty-two to thirty-six courses. Instead 
55 Ibid., p. 395. ' I 
·. 
I 12 
of maintaining a certain grade point average to remain In school. the student 
is required to successfully complete a requisite number of courses each 
semester. 56 
Factors Affecting Change in Higher Education 
As the structure of higher education has developed in this country. 
parts of its make-up contribute to the progress of change, a necessary 
ingredient if there Is to be diversity In curricula. Hefferlin has identified 
characteristics which affect this change. 
1) Institutional purposes and support are basically conservative; 
2) The educational system is vertically fragmented. The undergraduate 
institutions are caught between the lower schools and the graduate 
schools, between the abilities of their applicants and the expectations 
of employers and graduate admissions officers; 
3) Within higher education, institutional reputation is not based on 
innovation. Unconventionality is not the staple of colleges and 
universities. Even the most traditional stay alive. Few institutions 
wish to take a risk, since reputation is so Important; 
56For a more detailed treatment of many other of the new innovations 
which have taken place in the past eight years. see Dwight R. Ladd, Changes 
In Educational Pol icy, (New York: McGraw-Ht 11 Book Company. 1970); Michael 
Brick and Earl McGrath, Innovation In Liberal Arts Colleges. (New York: 
Teachers Col.lege Press, Col umb fa Un f vers I ty, 1969); Ohmer Mi 1 ton, A 1 ternat ives 
to the Traditional, (San Francisco: Jossey-Bass, Inc •• 1972); Samuel Baskin, 
ed.• HI her Educat Ion: Some New Deve lo men ts• (New York: McGraw•H t 11 Book · 
Company, 9 ; ew s B. May ew, Co eqes To ay and Tommorrow, (San Francisco: 
Jessey-Bass,. Inc., 1969); and Lewis B. Mayhew and Patrick J. Ford, Changing 
the Curriculum, (San Francisco: Jossey-Bass. Inc., 1971). 
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4) Faculty members have observed their vocation for years as students 
before joining it. Because of this situation. few people become acame-
ditions unless they really believe in the whole idea of collegiate 
life. Obtaining a Ph.D. is somewhat like finally getting married to 
your high school sweetheart after going steady with her for the last 
eight years; 
5) The ideology of the academic profession treats professors as 
independent professionals. The tradition of classroom sanctlty and 
tenure means that little change will come unless vounteered or through 
retirement and replacement;" 
6) Academics are skeptical about the Idea of efficiency in academic 
life. Underlying this characteristic Js the belief that education ts 
an "art", something lntangtble that cannot be measured or systematicatl 
investigated; and 
7) Academic tnstltutlons are deliberately structured to resist 
precepitant change. The decentralized decision making structure of 
university committees, departmental committees, departmental subcom-
mittees, and ad hoc committees, senates, boards, as well as the concept 
of academic freedom and tenure work toward an unusual stability as well 
as slow adaptation of any changes.57 
With particular regard to the diversity of arts and sciences curricula 
curricula issue, these characteristics can be reduced to two interrelated 
57JB Lon Hefferl in, Dynamics of Academic Reform (San Francisco: 
Jossey-Bass, Inc., 1969), pp. 13-16. 
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rnulti•faceted factors: 1) professionalism, the department, and faculty values 
and 2) decentralization of decision making. These factors have had great 
the type of curricula which have evolved in colleges and universities 
since the Second World War. 
Professionalism, The Department, and Faculty Values 
Professionalism has had great influence on the formation of the 
department and faculty values. Kaysen feels that the tmportance of the 
department as a basic academic structure ts growing rather than diminishing. 
Whereas the former teacher's colleges (the Emerging Public category of this 
.. 
study) had never really been counted in the academic picture, they are now 
becoming universities, at least in the organizational sense, offering graduate 
hiring professors whose orientation lies in research rather than 
teaching. Departments continue to be shaped along disciplinary lines rather 
than in any other fashion and so determine the character and purpose of an 
institution. As departments begin to fill with younger professors who are 
1 research oriented, curricula is Increasingly conceived in terms of professional 
1 
trafoing in the disciplines. According to Kaysen: 
The orientation and loyalty of the scholars are largely toward their pro· 
fessional colleagues around the nation and the world, rather than either 
toward the institution ln8which they work, or toward their students and their roles as teachers.5 
Kaysen is not alone in his analysis of the value orientation of faculty 
members. In his movement toward professionalism, the young faculty member has , 
58car1 Kaysen, The Hi her Learnin : The United States and the Public 
(Princeton, r~ew Jersey: Princeton University Press, 19 9 , PP• 15-1 • 
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or unconsciously heeded the often quoted words of Paul Woodring: 
•'The American people have an unbounded faith in education and tend to believe 
good more must be better.1159 - Young instructors, like most men 
professional fields, are status seekers. As Woodring says: 
They quickly discover that symbols of academia are rigged against good 
undergraduate teaching and that the way to get ahead In the academic 
world is to move to a university where one can spend most of his time in 
research.GO 
Each faculty member through the convenient vehicle of the department which 
allows the specialization needed to seek the rewards of the system begins to 
out his nltch in the academic world. 
Nevitt Sanford In his essay 11New Values and Faculty Response" character 
the situation in the following manner: 
To a very large extent, educational institutions do the same. Despite 
all of the excitement on college campuses during the last six or eight 
years ••• there haven't been many fundamental changes in our great unlver· 
slttes •••• The fact is that almost everybody in the educational system has 
a vested interest in things as they are, and each one thinks it would 
cost him something if any kind of substantial change were to come about. 
At the same tl:me, students and ethnic minorities are increasing tgf 
pressure for change; sooner or later something will have to give. 
Gaff and Wilson in a discussion of faculty cultures and interdisctptl• 
nary studies state .that any plans to restructure higher education through 
innovations which employ lnterdtsctplfnary work are not likely to succeed 
unless the nature of faculty cultures is understood. For example, recruitment 
59Pau1 Woodring, The ln America: A Re•Assessment {New York: McGraw-Hill B-o-ow--=-"'----..-.~~"""""--...._.,~x-.-.....--.......;..;.....;..;..;....;..-.-.--..;;;.--. 
60 
.!£.!.!!.· t p. xi t i • 
61 Nevitt Sanford, "New Values and Faculty Responses," fn Prospect for 
Renewal. ed. by Earl J. McGrath (San Francisco: Jossey-Bass Inc., 1972), 
p. 32. 
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of faculty who are willing to discard old ways and adopt new modes of operation 
serious problem in innovative educational programming. Their research of 
different groups of faculty--humanities, social sciences, science, and 
professional··found that the major reason for difficulty in finding faculty 
who wish to change is that •• ••• faculty members are ensconced within their 
respective cultures. 11 Most faculty are intensely identified with .their own 
62 di sci pl ines and are uncomfortable outside their confines. 
Fashing and Deutsch in their 1971 comparative study of campus reform 
that even with the storm of ferment for change after the 
campus upheavals of the late 1960's one of the generalizations which could 
still be made about the faculty members studied was 11 ••• their conservatism in 
regard to educational reform or innovation. In each of the institutions 
" visited, the faculty were at best a neutral force and more often than not, a 
center of resistance to change." In fact, when innovative programs enrol led 
large percentages of students, criticism came, especially when the program 
was administered by, or shaped by, individuals without appropriate academic 
credentials. The faculty ·saw these innovative programs as threats, 11 ••• usually 
verbalized in terms of academic legitimacy or institutional standards. 63 
But upon further observation, It was not really the innovation of 
11unlettered11 men that disturbed them, but the fact that innovative programs 
began to enroll large numbers of students. According to Fashing and Deutsch: 
62Jerry G. Gaff and Robert C. Wilson, "Faculty Cultures and lnterdisci-
pl inary Studies, 11 Journal of Higher Education, XLI l (March, 1971), 198. 
63Joseph Fashing and Steven E. Deutsch, Academics in Retreat 
(Albuquerque, N.M.: University of New Mexico Press, 1971), p. 260. 
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The enrollment in such cases focused attention on innovat'tve programs in 
ways which threatened to undermine the legitimacy of the kinds of claims 
that faculty have traditionally advanced in order to support the retention 
of a range of prerogatives regarding curricular and other educational 
matters._ The root of the problem, then, would not seem to be so much in 
any direct objection to the courses taught in the name of Innovation so 
much as it is in the fact that when such programs grow, they threaten 
the rationale which is the undergirding for faculty claims to both status 
and pecuniary rewards. As in all organizations, there appears to be a 
critical point in each insi~ution beyond which such programs cannot go 
without inviting reaction. 
These descriptive statements concerning faculty reaction to change are 
supported by Martin's institutional character study of administrative, faculty, 
student perceptions of the 11 integrative value system" of selected colleges 
universities. Attention was f6cused on educational philosophy, lnstitu•i 
tional goals, criteria for excellence, and prospects for change, innovation, 
experimentation. 
The assumption was made that since so much has been made of the 
diversity between public-private, university-liberal arts, rural-urban institu• 
tions, then those who organize these diversely controlled institutions must 
also have different ideals and aspirations. Martin's conclusion was that 
" ••• substantive value diversity is not characteristic of American higher 
education." Furthermore, he states: 
Some students, faculty, and administrators showed Interest in the creation 
of a system of higher education where various institutional models 
featuring different assumptions, val~es, and goals would be active and 
respected, but they were exceptions. 5 
The result of the development of professionalism and Its departmental 
64
.!.£.!2_. • p. 262. 
65warren Bryan Hartin, Conformity: Standards and Change in Higher 
Education (San Francisco: Jossey•Bass, Inc., 1969), p. 215. 
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are many faceted, all contributing to similarity of curricula in libera 
education. The image of the scbool of arts and sciences is as a prepara-
school for graduate or professional education. As McGrath has stated, 
the graduate school has changed liberal arts colleges from an 
general education to an agency 11 ••• for the initial education of 
Harold Taylor feels that the liberal arts curriculum is the 
place where the mind and spirit should be able to roam free, 11 ••• but as the 
have gone by since the beginning of the century, it has been the first 
to which the universities have turned to capture young minds for profes-
use.1167 
The Interdisciplinary courses which might Ideally be part of the 
general education program have been sacrified to make way for the teaching of 
more specialized courses since this is what the student needs In preparation 
for graduate schoo1. 68 Hefferlin in speaking about the great growth in the 
last few years in the undergraduate curriculum notes that this growth has 
taken place in the occupational and traditional disciplines; 11 ••• efforts at 
breaking departmental boundaries and creating area-centered, perfod•centered, 
problem-centered or tailor-made individualized programs have been scattered or 
infrequent." Furthermore, in Hefferl In's study of the dynamics of academic 
reform, only fifteen of 110 institutions offered a sufficient number of 
66Ear1 McGrath, The Graduate School and the Decline of Liberal Educatio 
{New York: Teachers College, Columbia Univers ty, 1959 , p. 25. 
67Harold Taylor, Students Without Teachers: The Crisis in the Univer-
~ (New York: McGraw-Hill Book Company, 1969), p. 13. 
68Lewis B. Mayhew and Patrick J. Ford, Changing the Curriculum (San 
Francisco: Jossey•Bass Inc., 1971), p. ]. \ 
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Interdisciplinary programs to comprise at least ten percent of their under-
graduate options and o~ly three of the Institutions indicated that students 
could develop their O\~n programs. 69 
Finally, evidence points to the assertion that the newly developing 
regional colleges and universities (the Emerging Publfc Institutions of this 
study) are doing nothing more than imitating the more established Public 
Institutions. Because these schools hf re new faculty trained in the tradition 
~ of the larger Public and Independent universities, the drive to build graduate 
:..,·. 
programs at the Emerging Public institutions takes the place of inquiry into 
the fresh new approaches needed to educate the undergraduates. 
HefferJin has noted this movement toward standardization of general 
educational requirements, particularly. Even the formerly struggling teachers 
colleges or bible colleges as well as large regional universities, which have 
recently gained respectability, now enforce the common standard for all 
students of foreign language, humanities, and science requlrements.7° 
Harcleroad, Sagen, and Molen suggest that attempts have been made to 
institutionalize diversity in state colleges and universities, but with varying 
degrees of success. Many of these schools are restricted within a state by 
a differentiation of function in level and kind of programs, and in emphasis 
of the programs. Some are limited to certain degree programs by statute; 
others may offer only bachelor's degrees, and others only master's level 
programs. 
69Hefferlin, Dynamics of Academic Reform, p. 66 • 
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70 Ibid. , p. 6 7. 
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tn differentiation by emphasis, some state colleges will offer programs 
in name to those being offered at the large state university, but the 
may not be on theory, but rather on the applied area of the discipline 
as the authors point out 11 ••• in too many cases they have moved as 
quickly as possible to modify these programs In order to conform to the aims 
and standards of the established comprehensive university. 1171 
Decentralization of Decision-Making 
The very organizational nature of institutions of higher education--
, decentralization--maintalns the power of the department within the typical 
university structure, thereby limiting the ability of Institutions to make 
changes necessary for diversity of curricula. lkenberry•s analysis of decentra -
ization within colleges and universities is most penetrating. 
Decentralization, in this sense, simply denotes the transference of 
authority In its legislative, judicial, or administrative forms from a 
higher or central position in the Institution to the "lower" or operative 
levels. Either by a formal delegation of authority or by informal tacit 
approval, academic departments and Individual faculty members participate 
heavily, not only in setting institutional goals, but in determining the 
most effective means of achieving goals. The selection, retention and 
promotion of staff tend to be heavily influenced by individual faculty 
members and by departmental rather than Institutional action. Decisions 
about the nature of the currfculum and about faculty work loads and 
schedules and a host of other important organizational matters tend to be 
made very largely in this decentralized fashion, not wholly because of any. 
necessary power position of .the faculty, but because the intangible com· 
plex, and variable nature of the task makes precise central executive 
controls difficult if not impossible to a~hieve in an institutfon of any 
significant size and breadth of program.I 
71
rred F. Harcleroad, Bradley H. Sagen, and c. Theodore Molen, Jr., 
DeveJo in State Co11eoes and Universftfes (Iowa City, Iowa: American 
Co ege Testing Program, 19 9 , p. 100. · 
72stan1ey o. Ikenberry, "The Organizational Dilemma," Journal of 
Education, XU 11 (January, 1972), 26. • \ 
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Decentralization of decision-making within the colleges has also 
a diffusion of managerial conflfct so essential to the development 
approaches to education of undergraduates. Martin Trow comments on 
of circumstances: 
Conflict between different conceptions of the university ts also mini-
mized· by making the department, rather than a college or the university, 
the unit of effective educational decision. The departments, or most of 
them, are more homogeneous than the faculty as a whole, and they have 
their strong mechanisms for compromise and accommodation, not least of 
which is to minimize the number and importance of issues Involving the 
collective decisions, allowing the privatization of intellectual life, a 
withdrawal to one's own classroom and research.73 · 
The college as a whole does not involve Itself in the conflict situatio 
necessary for constant curriculum revision that must take place if there is to 
be diversity among curricula in liberal arts colleges. Again Trow points 
directly to the problem. 
On the undergraduate level (I am speaking here of the central liberal arts 
college), there is, of course, the necessity to organize some structure 
of education that is ~ot confined to a single department. The form this 
takes .at many institutions is a set of distribution requirements--so 
many units required In fields outside one's major, so many in a major 
field, the remainder in electives. This system, whatever Its fai 1 ings 
as education, has the substantial virtue of reducing the amount of 
academic decision-making that is necessary. This reduces the occasions 
for conflict involving educatlon~l values and philosophies, thus letting 
men get on with their own work.71f. 
Diversity a'nd the Future of Libera 1 Arts Undergraduate Education 
These chapters have presented a capsule history of the American liberal 
arts curriculum as it has developed in its many institutlonaltzed forms since 
its beginnings in 1636. As mentioned previously, Butt's description of the 
73Martin Trow, "Reflections on the Transition from Mass to Universal 
Higher Education," Daedalus, LXXXXIX (Winter, 1970), 31. 
74~., p. 32. 
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arts curriculum in 1939 remains, with some mod·ifications, the picture 
of today's academic structure. Veysey stated that the system as it existed in 
1910 is essentially the same as it is today. Can such a liberal arts curri-
culum, conceived in another era, adapt itself to provide the education necessar 
to fulfill the needs of the increasing numbers of students who do not have the 
cultural and intellectual background usually assumed necessary for entrance 
Into arts and sciences programs? Asked in another way, do there exist diverse 
attempts to present the liberal arts and sciences, In view of the many kinds 
students to be educated? 
Outside forces such as pres.sure from parents "to do better than they 
did, 11 or the designation by industry and the professions that a certain level 
of "certification" through college degrees is needed to "get ahead," have also · 
·created another problem which has perplexed curriculum designers. Trow 
characterizes the effect of such attitudes on students who enter college. 
The net effect of these forces and conditions is to make college atten-
dance for many students nearly involuntary, a result of external pressures 
and constraints some of which do not even have the legitimacy of parental 
authority behind them. The result is that we are finding In our class• 
rooms large numbers of students who really do not want to be in college, 
have not entered Into willing contract w~Sh It, and do not accept the 
values or legitimacy of the institution. 
And it ts these students who are asking essential questions about 
higher education by attacking the age old ends and ambitions of higher educa-
tion. They are concerned that their education ts forcing them into certain 
professional slots for later life, positions which they have not freely chosen. 
This conflict causes resentment and hostility on both sides--faculty and 
75tbfd •• pp. 25-26. 
-
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~tudents··and it becomes particularly difficult to design curricula wlthin 
and sciences which will seem "relevant" to thls group of students without 
alienating the more traditionally-oriented faculty and students. 
Recent research has identlfied more clearly the kind of student which 
higher education wtll be receiving tn the future. K. Patricia Cross has drawn 
from data on over 125.000 high school seniors a picture of the "n.ew student" 
who wt11 be coming into institutions of higher education in the next ten to 
fifteen years. This student will not be from the top quarter of his high 
school graduating class. but rather from a group of students scoring in the 
lower third on traditional tests of academic ability. Teaching this student 
will require an unusual adjustment by the present administrators and faculty 
steeped in the traditional views of what students must know to be "lib~rally" 
educated.76 
All of this leads to a significant point in the history of the liberal 
arts coJlege which is what Trow calls 11 ••• the crisis in undergraduate education 
. . arts Ing out of the complete col lapse of any generally shared conception of 
what students ought to learn •••• 1177 Indeed, wt 11 the liberal arts colleges be 
able to devise curricula to educate the growing number of college students 
who score In the lowest third in the traditional measures of academic ability? 
Wtll large numbers of non-traditionally motivated and prepared students force 
lnstitutions Into "lowest common denominator" education where they develop 
curricula merely geared to "get them through" rather than fresh programs 
76K. Patricia Cross, Beyond the Open Door (San Francisco: Jessey-Bass 
Inc., 1971), pp. 11-16. 
. . 
17 Trow, p. 38. 
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to solve particular problems? 
Finally, two contrasting statements about the condition of the liberal 
curriculum today indicate the need for further research about diversity 
Jn higher education. Brick and McGrath wished to "• •• develop a picture of 
creative practices that were introduced tn liberal arts colleges in 
States in recent years. 1178 Based on the 1965-1966 Education 
questionnaire was mailed to 1,209 institutions which provided a 
liberal arts education, with 882 usable responses. Of the 882 colleges, 
48.1 percent or 424 indicated that they thought they were innovative institu-
The authors point to such i,nnovative practices as independent study, 
living-learning residence halls, wider use of electronics and other media in 
teaching systems, and more participation by students 1n the formation ~f 
curricula or at least in the formulation of their own academic programs.79 The 
authors are quite optimistic about their findings. 
What is suggested by our analysis of developments In liberal arts colleges 
In the nation is that higher education has begun to move, in a variety of 
different kinds of institutions. It is very possible that the historians 
of higher education will refer to the present time as a period of inno-
vation in education as well as the time for making available the benefits 
of higher education to the poor and the disadvantaged. There is ample 
evidence from the developments cited ~hat our time will be known as a 
period of great concern for improv~89 learning techniques and for appli-
cation of technology In education. 
This estimation of the present situation is contrasted with the recent 
study by Dressel and Delisle of the 1957 and 1967 catalogues of 322 institution 
78Michae1 Brick and Earl J. McGrath• Innovation in Liberal Arts Colle e 
(New York: Teachers College Press, Columbia University, 19 9 , p. 2. 
79 tbid., pp. 131-132. 
80~ •• p. 133. 
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higher education selected by random sample representative of type. control, 
size, geographic location, and regional accreditation. Dressel and Delisle 
maintain that the trends and changes in curriculum in the ten year period 
were 11 ••• not great in number and less extensive In nature than one might have 
81 
expected considering the curricular ferment of the past decade. 11 
The authors note that curricular procedures such as study abroad, 
study, community service, honors, Independent study, and comprehensive 
examinations have become more widely used. But despite all the talk about 
innovation, Dressel and Delisle feel that little more than renovation of the 
curriculum has taken place. Often \times such reorganization has been done 
only 11 ••• to recognize the rights of newer disciplines to a place In the sun.1182 
This relates to Kaysen's contention about the place of the department ~n the 
formulation of curriculum. Accommodation of the needs of a department rather 
than a real concern for total curriculum revision may motivate the move from 
one kind of requirement to another within a curriculum. Dressel and Delisle 
feel tha~ faculty members and departments have " ••• vested Interests fn the 
standard curricular patterns. The curricular studies of the professional 
societies and their committees tend to reinforce specialization and indirectly 
to discourage innovations which Interfere with tt. 1183 
The authors question whether so·called innovation such as advanced 
placement, honors, Independent study, seminars, and study abroad have been 
Trends 
81 Paul L. Dressel 
(Washington, D.C.: 
82 tbid., p. 75. 
-
83 
.!E..!.2..· t p. 76. 
and Frances H. Delisle, Undergraduate Curriculum 
American Council on Education, 1969), pp~ iii and 74 
·. 
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truly integrated Into curricula which can make best use of these devices• 
'special opportunities for learning. None of these give practices are new to 
higher education and the same could be said of all other Individualizing 
practices currently used, with the possible exception of electronic and 
teaching equipment. For the authors, " ••• the significant area of 
lies in rethinking the total undergraduate program in an attempt 
unity and relevance. The evidence on such activity ts discouraging; 
ts too little of it.1184 
If the present state of the undergraduate liberal arts and sciences 
curriculum In thts country can be summarized, Mayhew seems to capture it aptly. 
The real enigma ls the future of undergraduate education. Clearly there 
ts unrest. Clearly there Is study of the purposes and goals of under-
graduate education, and clearly there are significant experiments ·with 
new sorts of programs, but no pattern seems to be emerging. In large 
universities the powers of departmental faculties seem undiminished and 
are exercised to tailor the undergraduate courses to fit the needs of 
intense specialization. And the departments In smaller schools follow 
the lead of scholars in major universities. But there is talk of and 
interest in new sorts of interdiscipl tnary courses--frequently influenced 
by the free univer.slty style of course. There ts some feeling that spe-
cial lzation, especially In the professional fields, ought to await the 
graduate years. There Is some awareness that some kinds of remedial 
or compensatory education may be required within four-year colleges and 
universities if they are to serve an even more heterogeneous student body. 
At this point, however, the only responsible prediction must be that 
there will be less change in undergraduate education than In other sectors 
This is so partly because generally students and faculty are reasonably 
happy with what they are doing and getting. This notion may shock In view 
of the vast literature about student unrest. But a careful perusal of 
that literature reveals that students are really not protesting about 
teaching or the curriculum. It fs their private lives ·and8gome of the moral dilemmas of the entire society that have them upset. 
84 tbid., p. 76. 
SSlewis B. Mayhew, Colleges Today and Tomorrow (San Francisco: Jossey• 
Bass Inc., 1969), pp. 222-223. 
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Summary 
The period between the First and Second World Wars saw the consoli-
of the distribution-concentration arts and sciences curricula with its 
specialization at the undergraduate level. Higher education which 
been almost strangled because of low enrollments up to the late 1800's now 
to contend with the phenomenon of large student growth. Almost In a 
Parkinsonian-1 ike law, the areas of specialization tn the undergraduate 
curriculum swelled to meet new demands of the increased numbers of students, 
higher education the image of the "academic service station." 
I . 
Standardization of courses~ regulations, requirements, prerequisites, 
entrance requirements, and graduation requirements formed a lock-step arrange-
ment of interchangeable parts gearing itself to the education of the average 
student. In addition, preprofessional curricula, such as business, journalism, 
and preparation for study tn the health sciences made their way Into the 
liberal arts curriculum. 
Though men like Hutchins attempted to synthesize the supposed frag-
mentation of knowledge, the pattern with which higher education would contend 
wt th the next wave of student growth after World War 11 was set. A few we J 1-
formed attempts at fntegrated general education programs like those of Harvard 
and Columbia had little influence on the ever-specializing nature of the 
liberal arts curriculum. With the great influx of students after World War.ff, 
the states were forced to develop their former teachers colleges into regional 
universities. But these newly developing state institutions (the Emerging 
Public category of this study) had made their commitment to follow In the snake 
like procession developing curricula similar to programs at the mo'-re estab11she 
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unless limited In these efforts by state law. 
In the last twenty years. numerous attempts to break from the old mold 
' established at the turn of the century have been made--cluster colleges, resi-
dential living-learning units, changes in academic calendars, and alterations 
In grading systems--but all to little or no avail in terms of initiating any 
widespread diversity in arts and sciences education. The history of higher 
education curriculum development in recent years may be told to some extent in 
terms of "new" colleges, innovative facilities, or the work of some outstanding 
educational leaders, but the development of the .. managerial" structure of 
higher education and its interacti6n and response to the needs of the "new" 
kinds of students who have entered through the more open doors of colleges ln 
·' 
the 1960 1 s and 1970 1 s must also be given appropriate consideration. 
The president of the university ts no longer the locus of power that 
he once was. Decision-making, particularly academic decision-making, has 
been decentralized to the polnt that few academic changes are made on an all 
college basis, but rather, are made In committees and by departments. lnsti• 
tutional goals have become so generalized as to be meaningless. As the 
faculty has become more and more professionalized, increased attention has 
been paid to personal rewards garnered through the disciplines on a national 
orreglonal basis rather than to the effectiveness of the education of the 
students at the home institution. The widely used dtstribution·concentratlon 
curriculum conveniently fits into the professional training and reward structur 
of the faculty providing an overall framework in which the faculty can teach 
and pursue their specializations and which a1so can zealously be protected 
when confronted with possible changes to alter the status quo •• · 
;:· 
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Ability to change is an essential ingredient in the attainment and 
maintenance of diversity. Yet, decentralization of decision-making, faculty 
resistance to change, the vertical nature of most curricula, and the generally 
traditional posture of higher education all contribute to the present situation 
in which there is little diversity in higher education, particularly in the 
curricular structure of the arts and sciences. 
The following study of the structure of undergraduate arts and 
sciences curricula has been designed to empirically substantiate the findings 
of the historical analysis. If there is in fact little or no diversity in 
! 
arts and sciences curricula across the nation, talk of preservation of diversity 
will do little to cope with the educational diversity that is surely present 
in higher education today-·the students who used to be dismissed as 11not 
college materla1 11 and who are watki.ng through the open doors of colleges and 
universities in greater numbers each year. 
\ 
·. 
CHAPTER V 
PRESENTATION OF THE DATA 
Institutions in the Study 
The institutions of htgher education which are the subject of this 
study were chosen from the 1970-1971 edition of Accredited Institutions of 
Higher Education prepared by the Federation of Regional Accrediting Commissions 
of Higher Education. 1 · Only institutions wtthin the United States were included 
in the study; institutions in the "Recognized Candidate for Accreditation" and 
" 11Correspondent11 categories were excluded. 
To establish a comparison basis for analysis, the four-year institution 
classified by control as Public, Denominational, and Independent (without 
religious relationship) according to the Federation of Regional Accrediting 
Commissions of Higher Education groupings. In order to enlarge the comparison, 
the "Public" classification was divided into two further categories--Establishe 
Public and Emerging Public··provlding four categories for study. The 
~ Established Public institutions are generally the state universities and 
certain original land grant institutions. The Emerging Public institutions are -
the members of the American Association of State Colleges and Universities, 
generally the former teachers colleges and state colleges. 
As Table 1 indicates, 1219 catalogues were requested and 965 or 79.2 
percent were returned. Of the catalogues received, 69 were not included in 
1Accredited Institutions of Hi her Education 1970-71, Federation of 
Regional ccre 1t1ng Commissions o H gher Educat on Wash ngton, D.C.: 
American Council on Education, 1970). 
-1 
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study because they did not contain essential Information or because the 
Institutions offered only a Bachelor of Science degree in science or social 
areas. It was felt that In light of the historical development of the 
arts curricula, the study should not encompass institutions which had 
developed outside the humanities, social sciences, and science structure of 
the typical liberal arts college. The total number of usable catalogues was 
percent of the total catalogues requested. Only the usable cata-
,,,. · logues of the Independent group fell below the 70 percent level. 
~ ',-
TABLE l 
NUMBER AND TYPES OF INSTITUTIONSa 
Total Usable ~ulletlns· 
Type of Institutions Bulletins lncompleteb % of 
Institution Requested Received Bulletins N Total 
Independent 222 179 27 152 68.5 
Denominational 585 475 22 453 77.4 
Public 174 133 11 122 70.1 
Emerging Pub 1 i c 238 178 9 169 71.0 
Total 1,219 965 69 896 73.5 
aFrom Accredited Institutions of Hi her Education 70-19 1, Feder-
ation of Regiona ccrediting Commissions of Higher Education. 
blnstitutions offering only engineering related curricula, or philos-
ophy and religion concentrations, or lacking sufficient information for 
inclusion in the study. 
Table 2 describes the institutions according to the frequency and types 
of bachelor's degrees offered. In the Emerging Public group, three institu-
tions offered the Bachelor of Science B.S. de 
'! -
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have been excluded from this study. But the degree was given in the 
area as well as social sciences and science, so it was felt that 
reason for inclusion. Other schools, particularly wlthtn 
the Emerging Public group, offer liberal arts programs, which in reality are 
teacher education degree programs in a traditional arts and sciences area. 
These schools have also been excluded from the study. 
TABLE 2 
DEGREES AWARDED IN ARTS AND SCIENCES SCHOOLS OR PROGRAMS 
Type of 
Institution B.A. Only B.S. Only* B.A. and B.S. 
Independent 83 69 
Oenomf nat t ona 1 187 266 
Pub 1 i c 22 100 
Emerging Public 43 3 123 
-,._,. r, .•.:.' '. ·~ -·- -..-
Totai ... 335 3 558 
Total 
152 
453 
122 
169 
869 
* Schools which offered the B.s. degree only were included tf the degree 
was offered in the humanities area as well as social sciences and sciences. 
Organization 
The data will be presented in the following manner: the general edu• 
cation requirement with specific examination of the subjects most often used 
within the general education program for the Bachelor of Arts and Bachelor of 
Science degrees; the structure of the major or depth requirement for the 
Bachelor of Arts (B.A.) and Bachelor of Science (B.S.) degrees; the average 
number of credits required for each major and directed electives and free 
. . 
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electives related to each major in the Bachelor of Arts and Bachelor of 
science programs; the minor; Individualizing and integrating learning experi-
ences; inter-departmental majors; gradtng patterns; and structure of the 
academic calendar. When findings reflect actual academic credits, they will 
be stated in semester credits for schools on the semester or quarter credit 
system {quarter credits have been converted to semester credits) and courses 
for Institutions using the course credit system. 
Breadth or "General Education" Re9ui rement 
The breadth or distribution requirement, so common in today's colleges 
• and universities, has been evolving since the turn of the century. Though 
'~ -
" l. 
'1: 
Harvard, Columbia, and Chicago have developed distinctive "general education" 
programs, a more compartmentalized breadth requirement has been growing In 
most Institutions in the last sixty years. 
Five classifications of general education programs have been developed 
for this study. They are: 
1) Breadth in specific areas, some or all specific courses required tn 
each area, and a minimum number of credits or courses needed to fulfill 
the total general education requirement. 
2) Same as above but complete choice of courses used to fulfill the 
area requirements. 
3) Special general education program formed predominantly with orlgl-
nally designed interdisciplinary courses required for completion of 
the total program. 
4) Detailed program of specifically constructed general education 
. ' \ 
'.,• 
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courses accompanied by special seminars. preceptor classes. examln-
attons on the material to move out of the program. 
5) General education continues throughout four years and the program 
ts designed to meet student needs. 
The predominant type of general education structure In the Bachelor of 
Arts and Bachelor of Science degree programs found in this study was category 
No. 1·-breadth in specific areas, some or all specific course required in each 
area, and a minimum number of credits or courses needed to fulfill the total 
general education requirement. As Table 3 illustrates,. 87.2 percent of all 
institutions studied fell Into this category. Looking specifically for 
~··· 
'· diversity among types of institutions, some diversity between the Independent 
group and the other three groups does exist. However. If the schools fn the 
Independent category which fit into the second classlflcatfon--breadth In 
specific areas, no specific courses stated to fill the breadth requirement. 
with a mtntmum number of hours required to fulfill the total general education 
requirement•-are added to the first c1asstficatlon 1 the difference between the 
four groups decreases noticeably. 
The more experimental arrangements take place among the Independent and 
Denominational institutions, rather than in the Public schools. The Emerging 
Public schools are more like their Public sisters, showing the least attempts 
to experiment In the area of general education. Many reasons can be offered 
for this difference. From the practical standpoint, many of the Independent 
and Denominational schools have small enrollments and can manipulate a major 
change in a general education program which may affect only 200 or 400 freshmen 
Many state schools must deal with over 1,000 or 2,000 entering f~eshmen which 
.. 
TABLE 3 
, 
STRUCTURE OF BACHELOR OF ARTS AND BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT .. 
Emerging Al 1 
Independent Denom. Pub 1 f c Public Institutions 
Structure 
N N N N N 
(152).'. % (453l: % ( 122) % ( 169) % (896) % 
Breadth in specific areas. 
some or all specific 
courses required in each 
area. and minimum number 
of credits required 116 76.3 383 84.5 115 94.3 167 98.8 781 87.2 
Breadth In specific areas, ~--- . 
choice of courses to fill 
area requirement, and mini• 
mum number of credits 
required 15 9.9 6 1.3 4 3.3 1 o.6 26 2.9 
Special general education 
program, some or all spec• 
ially designed tnterdls· 
clpllnary courses, minimum 
number of credits required 7 4.6 48 10.6 3 2.4 1 o.6 59 6.6 
Special general education 
program with special semi• 
~ars, preceptor classes, 
etc •• with possibility of 
examination over material 
in program 2 1.3 to 2.2 
- - - -
12 1.3 
General education through 
four years. program de· 
signed to student needs 12 . 7.9 6 1.3 
- - - -
18 2.0 
·.' 
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makes indtviduallzlng seminars. preceptorial classes. etc •• most difficult to 
administer with any effectiveness. 
Further hampering any diversity In structure of general education 
~· requirements ts the problem of curricula governance In the typical college or 
university. As Trow has stated, the department, not the college. has become 
the unit of effective educational decision maktng. 2 As Institutions increase 
Jn size It becomes more difficult to make curricular dectstons which affect 
all students since the departmental system by its very nature assumes that 
certain vested academic Interests may necessarily have to be represented in a 
college's general education program.3 The present breadth requirement allows 
the general faculty of an instt tut ton to 11 1 ive and let 1 lve. 11 Wt th the Intro• 
ductory courses tn each area carefully delineated• the lndlvtdua1 faculty 
member ts free to pursue his own research wtthout worrying about the general 
background which the student may need to become the product of a school of 
arts and sciences. 
Examined In another fashion, the diversity among the general education 
requirements of the four types of Institutions diminishes even more. Table 4 
catalogues the average semester hours and courses In the general education 
requirements. The average for all Bachelor of Arts degree programs Is 54.4 
semester hours (quarter credits reduced to semester credits) and 14.1 courses 
for Institutions on the course system. The average for the Bachelor of Science 
2Martln Trow, "Reflections on the Transition from Mass to Universal 
Education," Daedalus, LXXXXIX (Winter, 1970), 25. 
3car1 Kaysen, The Ht her Learnln : The Untted States and the Public 
(Princeton. New Jersey: Pr nceton Un vers ty Press, 9 9 • pp. 5· • 
\ 
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TABLE 4 
AVERAGE SEMESTER HOURsa ANO COURSES IN GENERAL EDUCATION REQUIREMENTb 
Public All 
Independent Oenomlnattonal Public Emerging Institutions 
Degree Sem. Crs. Sem. Crs. Sem. Crs. Sem. Crs. Sem. Crs. 
Bachelor N• 87 N• 47 N•334 N•l 10 N•l 18 ~ N• 4 N•164 N• 2 N•703 N•163 
of 
Arts 50.9 13.0 56.3 14.5 53.0 13.5 53.5 11.s 54.lf 14.1 
Bachelor N• 53 N• 11 N•212 N• 52 Ne 96 N• 1 N•126 N• 0 N•487 N• 64 
of 
Science 51.8 12.7 55.7 14.1 49.3 12.0 so. 1 oo.o 52.6 13.9 
aQuarter credits for institutions on quarter system converted to semester credity by two-thirds 
formula. 
bOnly those Institutions which use a traditional general education are represented In this table. 
,, 
f 
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'. degree programs decreases to 52.6 semester cred I ts and 13.9 courses. As wt 11 :,~, 
· be seen in the next few pages, the chief reason for the difference between the 
and Bachelor of Science general education requirements ts 
Science programs generally require fewer courses tn language 
drop the general education science requirement In favor of Increased 
electives related to the student's major courses. 
As Table 4 Indicates, there ts slight variance between the four groups 
institutions, with the Public and Emerging Public Institutions almost the 
The Emerging Public Institutions are as much or more like the average 
any of the other three groups, Indicating that little attempt has been 
made to alter the traditional structure of their general education programs, 
even though many of these institutions have developed into full-fledged 
institutions of higher learning In the past ten years. 
Dressel and Delisle 1s 1967 study of curriculum trends showed that 
slightly more .than two-thirds of the 310 schools In their study apportioned 
31 to 40 or 41 to 50 percent of their total credits In the Bachelor of Arts 
. 4 
curricula for basic and general course work. This compares favorably with 
the mean of the present study which showed that the general education require-
ments occupied 44 percent of the .Bachelor of Arts curriculum in the institution 
studied. Evidently there has been little or no change since the 1967 study. 
English Composftion••General Education Requirement 
Looking specifically at the various subjects In the general education 
4 Paul Dressel and Francis H. Delisle, Underqraduate Curriculum Trends 
(Washington, D.C.: American Council on Education, 1969), p. 37.. -
\ 
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to see if diversity exists among the four groups of schools in speclfi 
subjects 1 English composition is the most used subject. The ftgures·tn Table 5 
, reveal that there Is general congruence among all Bachelor of Arts general 
education programs In a11 categories wlth the possible exception of the 
Independent institutions. There ts a larger tendency among these schools to 
waive the English composition requirement. Thls is not difficult to understand 
views the ab t1 tty of the typ I ca 1 I ridependen t schoo 1 . freshman t n 
to the typical Emerging Public Institution freshman. English compo-
sition is a skills course and the background of the freshman ts the determtnlng 
factor. Extending this Idea further, It explains the larger percentage for the 
Public and Emerging Publlc schools in the category of one year of required 
English composltlon. The picture of this requirement for the Bachelor of 
Science priograms (Table 6) offers little divergence from the Bachelor of Arts, 
although there Is a noticeable increase In the English composition requirement 
L. category of one year with a corresponding decrease in the option and no 
specific requirement categories. Many of the Bachelor of Science programs tend 
to be hlshly structured, particularly in the science areas, often eltmlnatlng 
options whtch might exist tn the Bachelor of Arts general education program and 
stating exact requirements In their place. 
Dressel and Delis1e's study indicated that 47.8 percent of the schools 
studied required one year of English composition compared to 48.3 percent for 
the Bachelor of Arts programs fn this study. Comparison in other categories 
was also favorable with the exception of the one term required category·-the 
. ' 
\ 
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TABLE 6 
" FREQUENCY OF THE USE OF ENGLISH COMPOSITION COURSES 
IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
Independent Denom. Pub 1 le Publ te All 
Emerging Institutions 
Uses 
N % N :·/' % N % N % N % 
No speetfic requirement 5 7.2 18 6.8 4 4.o 7 s.6 34 6.1 
One term required 12 17.4 75 28.2 19 19.0 23 18.3 129 23.0 
More than one term. less than 
one year required 9 13.0 18 6.8 9 9.0 18 14,2 54 9.6 
One year required (two or 
three terms) ~7 53.6 134 50.4 61 61.0 72 57.1 304 54.2 
More than one year, less than 
two years required 1.5 0 o.o 0 o.o 0 o.o 0.2 
Two years or more required 1 1.5 3 1 • 1 1. 0 0 o.o 5 0.9 
Option In distribution 
requirement 3 4.3 1 1 4.1 3 3.0 5 4.o 22 3.9 
Part of Integrated eourse 1.5 7 2.6 3 3.0 o.a 12 2.1 
Total 69 100.0 266 100.0 100 100.0 126 100.0 561 100.0 
.,f:> 
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study showed 12.7 percent versus 24.6 percent in this study.5 · 
Foreign Language-·Genera1 Education Requirement 
The profile of the foreign language requirement for the Bachelor of 
again ts little different from one group of institutions to the next. 
Two or more years of foreign language ts the predominant category with little 
variation among the four groups of schools. The major difference occurs in the 
no specific requirement category with the Independent schools requiring the 
amount of foreign language within the general education requirement. 
There ts sharp divergence between the Bachelor of Arts and Bachelor 
( 
Science requirements in foreign ·1anguage• but again, 1 ittle diverslty 
types of Institutions. There is an overall drop Jn the amount of 
foreign language required in the Bachelor of Science general education·pro-
grams as Indicated In a comparison of Tables 7 and 8. In the Bachelor of 
Science programs, there ts a general tendency to specify foreign language as 
' an option In the general education requirement or to require none at all, 
particularly In the science majors. Since majors like chemistry, physics, 
mathematics and biology are vertically structured with one course being the 
prerequisite for the next, more space is needed In the total curriculum. ·,.for• 
eign languages are the first to be deleted to make this room. 
The findings of the present study about foreign language do not compare · 
favorably with the 1967 Dressel study. While the present examination showed 
that 16.8 percent of the Institutions had 11no specific requirement," Dressel's 
study Indicated 9.0 percent for the Bachelor of Arts; 17.6 percent for "one 
5 Ibid.• pp. 14. 
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TABLE 7 
.. 
FREQUENCY OF THE USE OF FOREIGN LANGUAGE COURSES 
IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
Independent Oenom. Publlc Publ 1 c All 
Emerging lnstitutfons 
Uses 
N % N % N % N % N % 
No speciflc requirement 37 24.3 72 15.9 11 9.0 30 18. 1 150 16. 
One term required 0 o.o 8 1.8 0 o.o o.6 9 l. 
More than one term, less than 
one year required 0.7 9 2.0 2 1.6 2 t. 2 14 l • 
One year required (two or 
three terms) 20 13.1 98 21.5 13 10.7 26 15.6 157 17.6 
More than one year, less than 
two years required 13 8.6 23 5.1 13 10.7 10 6.0 59 6.6 
Two years or more required 60 .' 39.5 196 1t~3B 63 51.6 69 41.6 388 43.4 
Option in dtstrlbutlon 
requl rement 21 13.8 47 10.4 20 16.4 28 16.9 116 13.0 
~art of Integrated course 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Total 152 100.0 453 100.0 122 100.0 166 100.0 893 100.0 
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TABLE 8 
.. 
FREQ.UENCY OF THE USE OF FOREIGN LANGUAGE COURSES 
IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
Independent Denom. Pub 1 ic Public Al 1 
Emerging Institutions 
Uses 
N % N % N % N % N % 
No specific requirement 24 34.8 98 36.8 27 27.0 48 38.1 197 35. t 
One term required 0 o.o 5 1 .9 2 2.0 0 o.o 7 1.2 
--
More than one term, less than 
one year required 1 1.4 1 o.4 0 o.o 2 1.6 4 0.7 
One year required (two or 
three terms) 11 15.9 49 18.4 11 11.0 18 11'. 3 89 15.9 
More than one year, less than 
two years required 6 8.7 7 2.6 6 6.o 4 3.2 23 4.1 
Two years or more required 17 24.6 88 33.1 34 34.0 25 19.8 164 29.2 
Optlon In distribution 
requirement 10 14.5 18 6.8 20 20.0 29 23.0 77. 13. 7 
Part of Integrated course 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
-· 
---.--...... 
Total 69 99.9 266 100.0 100 100.0 126 100.0 561 99.9 
-..r:-
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required" for thts study versus 9.9 percent; and 43.4 percent for the 
tttwo years required" versus 67.1 percent for the Dressel study. The figures 
the Bachelor of Science foreign language requirement are equally divergent. 
This difference may be due to the general decline in the requirement 
language as part of the general education programs which took place In many 
about the time of the Dressel and Delisle study. The 1970-71 Modern 
Language Association survey of 822 Bachelor of Arts granting Institutions 
Indicated that between 1966 and 1970. 14.6 percent of the institutions aboltshe 
the foreign language requirement and 11.1 percent reduced the language require-
ment for the Bachelor of Arts degr~e.7 
Other Subjects Used to Fulfill General Education Requirements 
Beyond English composition and foreign language, there is a wide varlet 
of subjects which are used to fulfill the general education requirements. The 
9 through 47, represent subjects that were used by at least 
schools In any one group of schools. Courses such as lln-
guistlcs, computer science, Interdisciplinary courses in the humanities, social 
sciences. and the sciences are not represented since very few institutions 
offer the courses within the general education requirement. The succeeding 
commentary wll l present general statements about all of the subjects wtth 
specific comments about individual subjects where needed. 
The subjects presented In the tables are anthropology, astronomy, 
6 ~·. p. 17. 
7su11etin of the Association of Deeartments of Foreign language, Ill 
(September, 197)), 55. 
. . 
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FREQUENCY OF THE USE OF ANTHROPOLOGY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION ~EQU\REKENT 
.. IND. DENOM. PUBLIC PUBLIC ALL 
USES EMERGE. I NSTI T. 
N % N % N % N % N. % 
Spec I ft c: required course. one term ·~ o.o 0 o.o o.8 0 o.o 0.1 
Specific: required courses. more than 
one term. less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses. two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0.~ o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o /0 o.o 
Option within area distribution 40 26.3 70 15.5 70 57.4 71 42.8 251 28. 1 
requirement 
Not used as required course, choice 
or option in general education 112 73.7 84.5 51 41.8 95 57.2 641 71 "~8 
TOTAL oo.o 122 100.0 1 100.0 893 100.0 
.~ 
,, 
FREQUENCY OF THE USE OF ANTHROPOLOGY COURSES IN THE BACHELOR OF SCIENCE GENERAL EOUCATtON REQUtREMENT 
.. IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTtT. 
N % N % N % N % N % 
Specific required course, one term 0 o.o 0 o.o 1.0 0 o.o 0.2 
Specific required courses, more than 
ont term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o o_ a.a 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.a 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 ";O.O 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
requirement 16 23.2 35 13.2 so so.o 48 38.1 149 26.5 
Not used as required course, choice 
or option In general education ~·53 76.8 231 86.8 49 49.0 78 61";9 411 73.3 
TOTAL 69 100.0 266 100.0 100 100.0 126 100.0 561 100.0 
" 
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TABLE 11 
FREQUENCY OF THE USE OF ASTRONOMY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTtT. 
N % N % N % N % N % 
Specific required course. one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses. more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o:o 0 o.o 
Specific required courses. two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0, o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
, 
- Option within area distribution 
22 · · '1'. S"' 6.6 requirement : ;~. ,., 'el ,) i:30 36 29.5 27 16.3 115 12.9 
Not used as required course, choice 
as.s 423 93.4 86 or option In general education 130 10.5 139 83.7 778 87. 1 
TOTAL 152 100.0 453 100.0 122 100.0 166 100 0 100.0 
·'' ' 
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TABLE 12 
FREQUENCY OF THE USE OF ASTRONOMY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
" IND. DENOM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTtT. 
N % N % N % N % N % 
Specific required course, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more than 
one term, Jess than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0--- o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o '.'0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 'o o.o 
~Option within area distribution 
requirement 8 11,6 15 S.6 27 21.0 22 17.S 72 12.8 
Not used as required course, choice 
or option In general education 61 88.4 251 94.4 73 73,0 104 82.5 489 87.2 
TOTAL 69 100.0 266 100.0 100 100.0 126 100.0 561 100.0 
i 
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TABLE 
FREQUENCY OF THE USE OF BIOLOGY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % H % H % N t 
Specific required course, one term 9 5.9 17 3.8 6 4.9 9 s.4 41 4.6 
Specific required courses, more than 
one term, less than one year 0 o.o 2 o.4 1 o.a 1 o.6 4 o.4 
Specific required courses, two or 
three terms or one year 2 1.3 4 0.9 2 1.6 3 1. 8 11 1.2 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0.7 11 2.4 3 2.5 7 4.2 22 2.5 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 2 1.6 0 o.o 2 0.2 
Choice among specific courses, two 
or three terms or one year 0.1 4 0.9 5 4. 1 2.4 14 1.6 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o . 
, 
, 
Option within area distribution 
requl rement · 89 58.6 349 77.0 89 73.0 137 82.5 664 74.4 
Not used as required course, choice 
or option In general education 50 32.9 66 14.6 14 5 3.0 135 15.1 
TOTAL 152 100.0 453 100.0 122 100.0 166 99.9 893 100.0 
i> 
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TABLE 14 
FREQUENCY OF THE USE OF BIOLOGY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N t N % N % N % N % 
Specific required course, one term 6 8.7 12 4.5 4 4.o 6 4.8 28 s.o 
Specific required courses, more than 
one term, less than one year 0 o.o o.4 1.0 2 1.6 4 0.7 
Specific required courses, two or 
three terms or one year 1.4 1.s t .o 2 1.6 8 t. 4 
Specific required courses, more 
than one year 0 o.o 0- o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term t.4 6 2.3 5 s.o 6 4.8 18 3.2 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o t 1. 0 0 o.o 1 0.1 
Choice am6ng specific courses, two 
or three terms or one year 0 o.o 2 o.s 6 6.o 3:.l 12 2. 1 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
~-Option within area distribution 
requirement 42 60.9 201 1s.s 63 63.0 100 79 •. 3 406 72.4 
Not used as required course, choice 
or optton in general education 19 27.5 40 15.0 19 19.0 6 4.8 84 15.0 
TOTAL 69 99.9 266 100.0 100 100.0 126 100.0 561 99.9 
,, 
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TABLE 15 
FREQUENCY OF THE USE OF CHEMISTRY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUlREMENT 
IND. DENOM. PUBLIC .. PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N %. N % N % 
Specific required course, one term 1 0.1 2 o.4 0 o.o o.6 4 o.4 
,, 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o o.6 0.1 
Specific required courses, two or 
three terms or one year 2 1.3 2 o.4 0 o.o o.6 ; o.6 
Specific required courses, more 
than one year 0 o.o 0 .. o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0.2 0 o.o 0 o.o o. 1 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 0 specific courses, two years or more o.o 0 o.o 0 o.o 0 o.o 0 o.o 
-- Option within area distribution 
62.s 356 78.6 requirement 95 104 85.2 145 87.3 700 78.4 
Not used as required course, choice 
54 18 14.8 18 10.s 182 20.4 or option In general education 35.5 92 20.3 
TOTAL 52 22 oo.o 99.9 93 100.0 
,, 
TABLE 16 
FREQUENCY OF THE USE OF CHEMISTRY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC .. ALL 
USES EMERGE. INSTtT. 
N % N % N % N % N % 
Specific required course. one term 0 o.o o.4 0 o.o 0 o.o 0.1 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 1.4 1. 5 1.0 o.s 7 1. 2 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o o.a 0.1 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 1.0 0 o.o o.t 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 1.0 0 o.o o. 1 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 1 1.0 0 o.o 0.1 
Specific required courses or choice among 
0 o.o o.4 2 specific courses, two years or more 2.0 0 o.o /3 o.6 
-- Option within area distribution 
requl rement 46 66.7 204 76.6 81 82.0 106 84.1 438 78.2 
Not used as required course, cho i c:e 
56 12.0 18 14.3 108 19.4 or option In general education 22 31.9 21.1 12 
TOTAL 99.9 
h 
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TABLE 17 
FREQUENCY OF THE USE OF CLASS l CS COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQU \ REMEHT 
IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. I NSTt T. 
N t N t N % N % N % 
Specific required course. one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o o.a 0 o.o 0.1 
Specific required courses, two or 
three terms or one year 0 o.o 0.2 0 o.o 0 o.o 0.1 
Spec I f I c requ I red cou r.ses , more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 1 0.2 0 o.o 0 o.o l o. t 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
requirement 21 13.8 26 5.7 23 18.9 2 1.2 72 8.1 
Not used as required course, choice 
131 86.2 425 93.8 98 ·80.3 164 98.8 818 91 .6 or option In general education 
TOTAL 152 100.0 53 99.9 122 100.0 166 100.0 893 too.a 
!• . 
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TABLE 18 
FREQUENCY OF THE USE OF ECONOMICS COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQ.U t REMENT 
IND, DENOH. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course, one term 4 2.6 8 1.8 o.a 7 4.2 20 2.1 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0.1 l 0.2 0 o.o 2 1.2 4 o.a 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0.7 0 o.o o.a 0 o.o 2 0.2 . 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
- Option within area distribution 
64.7 requirement 82 53.9 293 9lt 11.0 126 75.9 595 66.5 
Not used as required course, choice 
6lt 42.1 26 or optton in general education 151 33.3 21.3 31 18.7 272 30.lt 
TOTAL 152 100.0 53 oo.o 122 99.9 100.0 893 100.0 
J• 
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TABLE 19 
FREQUENCY OF THE USE OF ECONOMICS COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQ.UlREMENT 
IND. DEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Spec I fl c required course, one term 2 2.9 3 1.1 4 4.o 3 2.4 12 2.1 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o o.4 0 o.o 1 o.a 2 o.4 
Choice among specific courses, more 
o.o 0 o.o than one term, less than one year 0 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
45 65.2 172 69.7 74 74.o 391 69.7 requirement 100 79.3 
Not used as required course, choice 
31.9 33.8 156 27.8 or option In general education 22 90 22 22.0 22 17.5 
TOTAL 9 100.0 2 100.0 100 100.0 126 100.0 561 100.0 
.··-. ,' 
TABLE 20 
FREQUENCY OF THE USE OF FINE ARTS COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUlREMENT 
IND. DEN OM. PUBLIC PUBLIC .. ALL 
USES EMERGE. I NSTt T. 
N % N % N % N % N % 
Specific required course. one term 5 3.3 31 6.8 o.s 3 t .8 40 4.S 
Specific required courses, more than 
one term, less than one year 0 o.o 0.2 o.8 7 4.2 9 1.0 
Specific required courses, two or 
three terms or one year 0.7 20 4.4 3 2.5 to 6.o 34 3,8 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses. one term 9 5.9 85 18.8 3 2.5 7 4.2 104 11.6 
Choice among specific courses, more 
than one term, less than one year 0 o.o 5 1. 1 o.a o.6 7 o.8 
Choice among specific courses, two 
or three terms or one year 11 7.2 28 6.2 o.s 4 2.4 44 4.9 
Choice among specific courses, more 
than one year 0 o.o l 0.2 0 o.o 3 1.8 o.4 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0.2 0 o.o 0 o.o _. 1 0.1 
Option within area distribution 
48.o 136 requl rement 73 30.0 82 67.2 100 60.2 391 43.8 
Not used as required course, choice 
or optlon in general education 53 34.9 145 32.0 30 24.6 31 18.7 259 29.0 
TOTAL 52 oo.o 53 99.9 122 too.o 1 6 99.9 893 99.9 
i ~ 
TABLE 21 
FREQUENCY OF THE USE OF FINE ARTS COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC AL( 
USES EMERGE. tNSTIT. 
N % N % N % N % N % 
Specific required course. one term 3 4.3 19 7 .1 0 o.o 2 1.6 24 4.3 
Specific required courses. more than 
one term. less than one year 0 o.o 2 o.s 1.0 6 4.8 9 1.6 
Specific required courses, two or 
three terms or one year 1.4 11 4.1 2 2.0 6 4.7 20 3.6' 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o o.8 0.2 
Choice among specific courses, one term 7 1o.1 556 21.1 8 s.o 16 12.7 87 15.5 
Choice among specific courses, more 
1.4 o.4 0 than one term, less than one year o.o o.8 3 0.5 
Choice among specific courses, two 6 a.1 18 6.7 1.6 4.6 or three terms or one year 0 o.o 2 26 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o. 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o o. o.o o.a 0.2 
. 
Option within area distribution 
requirement 27 39.1 63 23.7 59 59.0 66 52.4 215 38.3 
Not used as required course, choice 
or option In general education 24 34.9 96 36.1 30 30.0 25 19.8 175 31.2 
TOTAL 69 99.g 266 100.0 100 100.0 126 100.0 561 100.0 
; ~ 
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TABLE 22 
FREQUENCY OF THE USE OF GENERAL SCIENCE COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQU t REMENT 
IND. OEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Spec I fie required course, one term 4 2.6 5 1 • 1 0 o.o 4 2.4 13 1.5 
Specific required courses, more than 
one term, less than one year 0 o.o 2 o.4 0 o.o 0 o.o 2 0.2 
Specific required courses, two or 
three terms or one year 2 1. 3 4 o.8 0 o.o o.6 7 0.1 
Specific required courses, more 
than one year 0 o.o O~, o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o o.6 0.1 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o o.8 0 o.o 0.1 
Choice among specific courses, two 
or three terms or one year 0.7 5 1.1 0 o.o 0 o.o 6 0.7 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 'o o.o 
Option within area distribution 
requirement 21 13.8 73 16.1 28 23.0 51 30.7 173 19.4 
Not used as required course, choice 
or option In general education 124 8H6 364 80.4 93 76.2 109 65.7 690 777~3 
TOTAL 152 100.0 453 99.9 122 100.0 166 100.0 893 100.0 
~' .... ' . ' ;-
TABLE 23 
FREQUENCY OF THE USE OF GENERAL SCIENCE COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. OEN OM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course, one term 0 o.o o.4 1.0 2 1.6 4 0.7 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o .o.s 0.2 
Specific required courses, two or 
three terms or one year 0 o.o 1 o.4 0 o.o 0 o.o 0.2 
Specific required courses, more 
than one year 0 o.o o_ o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o ,:Q o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o ·o o.o 
Option within area distribution 
requirement 10 14.5 39 14 .6 25 25.0 42 33.3 116 20.7 
Not used as required course, choice 
59 85.5 225 84.6 ~4 74.o 81 64.3 439 78.2 or option In general education 
TOTAL 69 100.0 266 100.0 100 100.0 126 too.a 561 100.0 
·,.{ ,, 
>,. ·> ... 
TABLE 24 
FREQUENCY OF THE USE OF GEOGRAPHY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUt REMENT 
IND. DENOM. PUBLIC PUBLIC .. ALL 
USES EMERGE. I NSTt T. 
N % N % N % N % N % 
Specl f i c required course, one term 0 o.o 1 0.2 o.a 4 2.4 6 0.7 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o Q_ o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term E> (),[0 9 o.o 0 o.o 2 1.2 2 0.2 
Choice among specific courses, more 
0 o.o 0 o.o than one term, less than one year 0 o.o 0 o.o 0 o.o 
Choice among specific courses, tWo 
or three terms or one year 0 o.o 0 o.o o.s 0 o.o 0.1 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o ; 0 o.o 
--- Option within area distribution 
25 16.4 91 20.1 75 61.5 101 60.8 292 32.7 requirement 
Not used as required course, choice 
or option In general education 127 83.6 361 79.7 45 36.9 59 35.5 592 66.3 
TOTAL 152 100.0 453 100.0 122 100.0 166 99.9 89 100.0 
f> 
~- ·>-:·~, .... ,.,..:-·:1 ~' 
~. 
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TABLE 25 
FREQUENCY OF THE USE OF GEOGRAPHY COURSES IN THE BACHELOR OF SCIENCE GENERAL EOUCATlOH REQ.U1 REMENT 
IND. DENOM. PUBLIC PUBLIC .. ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course. one term 0 o.o 0 o.o 0 o.o o.s 0.2 
Specl f I c requ I red courses• more than 
0 o.o one term 1 less than one year 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 1 o.s 0.2 
Choice among specific courses, more 
0 o.o 0 than one term, less than one year o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
0 o.o specific courses. two years or more 0 o.o 0 o.o 0 o.o 0 o.o 
- Option within area distribution 
17 requirement 24.6 so 18.8 60 60.0 80 63.5 2011 36.9 
Not used as required course, choice 
or option In general education 52 75.4 216 81.2 40 40.0 44 3lt.9 352 62.7 
TOTAL 69 100.0 266 100.0 100 100.0 126 100.0 561 100.0 
- ,~,·~~·~"" 
TABLE 
FREQUENCY OF THE USE OF GEOLOGY COURSES IN THE BACHELOR OF ARTS GENERAL EQUCATION REQ.U I t\EMENT 
IND. DENOM. PUBLIC PUBLIC .. ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o O~ o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 0;9 ·o o.o 
,. 
Option within area distribution 
40 26.3 75 16.6 76 62.3 86 51.8 277 31.1 requ I remen t 
Not used as required course, choice 
112 73.7 378 or option In general education 83.4 46 37.7 80 48.2 616 68.9 
TOTAL 52 100.0 53 too.o 122 100.0 166 100.0 893 100.0 
i; 
TABLE 27 
FREQUENCY OF THE USE OF GEOLOGY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC . ALL ,-
USES EMERGE. INSTIT. 
N % N t N t N % N % 
Specific required course. one term 0 
" 
o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Speciffc required courses. more than 
one term 1 less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses. two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses. one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
0 o.o 0 o.o 0 o.o 0 o.o 0 o.o specific courses, two years or more 
Option within area distribution 12 17.4 42 ts.a 54 54.o 71 56.3 179 31.9 requl rement 
Hot used as required course, choice 57 82.6 224 84.2 46 46.0 SS 47.7 382 68.1 or opt\on ln general education 
it~ oo.o 5 J JOO.O 
TABLE 28 
FREQUENCY OF THE USE OF HISTORY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION.REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC At.:L 
USES EMERGE. INSTIT •. 
• N. % N % N % N % N t 
Specific required course. one term 6 3.9 26 s.1 3 2.5 10 r:6.o 45 s.o 
Specific required courses. more than 
4 one term. less than one year 0 o.o 0.9 3 2.s 7 4.2 14 1. 6 
Specific required courses, two or 
three terms or one year 18 11.8 104 23.0 28 23.0 37 22...3 187 20.9 
Specific required courses, more 
than one year 2 1.3 6 1.3 3 2.5 1. o.6 12 1.3 
.. 
Choice among specific courses, one term 1 0.7 15 3.3 6 4.9 6 3.6 28 3. 1 
Choice among specific courses, more 
than one term, less than one year 0 o.o 2 o.4 0 o.o 8 4.8 10 1.0 
Choice among specific courses, two 
or three terms or one year 10 6.6 54 11.9 6 4.9 23 13.9 93 10.4 
Choice among specific courses, more 
o.4 than one year 0 o.o 2 1 o.s 0 o.o 3 0.3 
Specific required courses or choice among 
1 0.1 13 2.9 2 1.6 3 1.8 )9 2.1 specific courses, two years or more 
Option within area distribution 67 44.1 113 40.4 69 56.5 67 40.4 386 43.2 requ I remen t 
Not used as required course, choice t,47 30.9 44 9.7 1 o.a 4 2.4 96 10.g or optton tn general education 
. \ l'Ql' fa.\. 152 100.0 453 99.9 122 100.0 166 100.0 893 99.9 
11118"' ' .... · . ,, ftttt'i"@ f.ti@ ,1tw.,4~,Q'h~;,,',l-:.:.-~_ . .,,.::,,t. ....... ,,~-""'""· ,· 
-"'•·· 
TABLE 29 
FREQUENCY OF THE USE OF HISTORY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC Atl 
USES EMERGE. INSTtT. 
N % N % N % N % N % 
Specific required course. one term 1 1.4 18 6.8 5 s.o 8 6.3 32 5.7 
Specific required courses. more than 
0 o.o 2 0.1 one term, Jess than one year 3 3.0 5 4.o 10 t.8 
Specific required courses, two or 
three terms or one year 14 20.3 62 23.3 24 24.o 29 23.0 129 23.0 
Specific required cou~ses, more 
than one year 0 o.o 5 1.0 1 1.0 0 o.o 6 1.0 
~" 
Choice among specific courses, one term 0 o.o 6 2.3 5 5.0 4 3.2 15 2.7 
Choice among specific courses, more 
1 than one term. less than one year 1.4 0 o.o 0 o.o 7 5.5 8 1.4 
Choice among specific courses, two 4 5.8 41 15.4 8 8.0 or three terms or one year 20 15.9 73 13.0 
Choice among specific courses, more 
than one year 1 1.4 0 o.o 1 1.0 0 o.o 2 o.4 
Specific required courses or choice among 
specific courses. two years or more 1 1.4 3 1. 1 1 1.0 0 o.o 5 0.9 
Option within area distribution 
requirement 33 47.8 100 37.6 49 49.0 53 42.1 235 4 t .9 
Not used as required course, choice 
14 20.~ 29 10.9 3 3.0 0 o.o 46 8.2 or opt\on \n general educat\on 
... 
69 99.s 266 100.0 100 100.0 126 100.0 561 roo.o 
-,.!,,.· .. 
' . '.i..:JL.,.M~•..,._ 'I~ •• 
TABLE 30 
FREQUENCY OF THE USE OF LITERATURE COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC At'L 
USES EMERGE. INSTIT. 
N % N % N % N % N t 
Specific required course. one term 9 5.9 30 6.6 5 4.1 15 9.0 59 6.6 
Specific required courses. more than 
one term. less than one year 2 1.3 9 2.0 2 t.6 8 4.8 21 2.4 
Specific required courses, two or 
three terms or one year 13 8.6 58 12.8 11 9.0 22 13.3 104 11. 6 
Specific required courses, more 
than one year 1 o.6 4 0.9 0 o.o 0 o.o 5 0.5 
-
Choice among specific courses, one term 9 5.9 56 12.3 4 3.3 ll 6.6 So 9.0 
Choice among specific courses, more 
than one term, less than one year 0 o.o 4 0.9 e o.o 5 3.0 9 1.0 
Choice among specific courses, two 
or three terms or one year 9 5.9 76 16.8 17 t).9 24 14.5 126 14.1 
Choice among specific courses, more 
than one year 0 o.o 9 2.0 2 1.6 3 1.8 14 1.6 
Specific required courses or choice among 
specific courses. two years or more 0 o.o 4 0.9 0 o.o 1 o.6 '5 0.5 
' Option within area distribution 
requirement 58 38.2 95 21.0 75 61.S 69 41.6 297 33.3 
Not used as required course, choice 
or optlon \n genera\ education 51 33.6 108 23.8 6 Z..9 8 4.8 173 19.4 
...-\~\.., 152 100.0 453 100.0 122 99.9 166 JOO.O 893 JOO.O 
,."'" ,; ·:: 
,·, ,, 
TABLE 31 
FREQUENCY OF THE USE OF LITERATURE COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC At.:L 
USES EMERGE. INSTI T. -~ 
N % N % N % N % N t 
Spec I fic required course, one term 2 2.9 22 8.3 3 3.0 10 7.9 37 6.6 
Specific required courses, more than 
one term, less than one year 0 o.o 2 o.8 2 2.0 5 4.o 9 1.6 
Specific required courses, two or 
three terms or one year to 14.5 41 15.4 10 10.0 18 14.3 79 14.1 
Specific required courses, more 
than one year t. 4 5 1.9 0 o.o 0 o.o 6 1 • 0 
Choice among specific courses, one term 6 8.7 34 12.7 4 4.o 6 4.8 50 8.9 
Choice among specific courses, more 
than one term, less than one year 0 o.o 3 1 • t 1.0 4 3.2 8 1.4 
Choice among specific courses, two 
or three terms or one year 3 4.3 4 1.6 11 11. 0 17 13.5 35 6.2 . 
Choice among specific courses, more 
than one year 0 o.o 1. 5 1.0 0.7 6 1.0 
Specific required courses or choice among 
1.4 o.4 0 o.o 0 o.o o.4 specific courses, two years or more 2 
Option within area distribution 
24 34.8 43 16.2 45 45.0 45 157 28.0 requirement 35.7 
Not used as requlred course, choice 
22 31.0 107 40.2 23 23.0 or optlon \n general educat\on 20 15.9 t 72 30.7 
100.0 5 J 99.9 
~·"' .. ·. ';, ·-'>: 
" ;, ; ', 
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TABLE 32 
FREQUENCY OF THE USE OF MATHEMATICS COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIRBENT 
IND. DEN OM. PUBLIC PUBLIC A'LL 
USES EMERGE. INSTf T. · 
* 
N % N % N % N % N % 
Specific required course, one term 3 2.0 331 7.3 ts 1 t2.3 22 t3.3 13 8.2 
Specific required courses, more than 
one term, Jess than one year 0 o.o 6 1.2 1 o.s 1 o.6 8 0.9 
Specific required courses, two or 
three terms or one year 4 2.5 22 4.9 6 4.9 4 2.4 36 4.o 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 10 6.6 43 9.5 5 4. 1 30 18.1 88 9.9 
Choice among speclftc·courses, more 
than one term, less than one year 0 o.o 0 o.o 1 o.8 5 3.0 6 0.7 
Choice among specific courses, two 
or three terms or one year 4 2.6 32 7. 1 7 s.1 16 9.6 59 6.6 
Choice among specific courses, more 
than one year 1 0.7 0 o.o 0 o.o 0 o.o 1 0.1 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
60 requirement 39.5 t 10 24.3 71 58.2 69 41.6 310 3lt.7 
Not used as required course, choice 
46. 1 or opt\on \n genera\ education 70 207 45.7 16 I 3. 1 10 11. 4 312 34.9 liriii .· ~: 152. 100.0 453 100.0 122 oo.o 166 100.0 893 99.9 .... 
I'· '" ~ .-: . . .. 
. ..... _. 
TABLE 33 
FREQUENCY OF THE USE OF MATHEMATICS COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC AU 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course, one term 2 2.9 20 7.5 10 10.0 114 11.41 46 s. ~ 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 2 2.0 1 o.s 3 o. ! 
Specific required courses, two or 
three terms or one year 3 4.3 25 9.4 9 9.0 6 4.7 43 7. j 
Specific required courses, more 
than one year 0 o.o 2 0.1 4 4.0 0 o.o 6 t. 1 
--
Choice among specific courses, one term 6 8.7 25 9.4 8 s.o 24 19.0 63 11.2 
Choice among specific courses, more 
than one term, less than one year 0 o.o 1 o.4 1 1. 0 5 4.o 7 1. ~ 
Choice among specific courses, two 
or three terms or one year 2. 2.9 32 12.0 9 9,0 14 11.1 57 10. 1 . 
Choice among specif lc courses, more 
than one year 0 o.o 1 o.4 0 o.o 0 o.o 1 0.2 
Specific required courses or choice among 
1 1.4 1 o.4 2 o.s 0 c specific courses, two years or more 2.0 1 ,- 5 ... 
-
Option within area distribution 
requirement 30 43.5 104 39.1 38 38.o 46 36.5 218 38.5 
Not used as required course, choice 
or option ln genera\ education 25 36.2 55 20.7 17 17.0 15 11.0 112 20.c 
l 1()1 t>.\. 69 99.9 266 100.0 100 100.0 126 99.9 561 JOO. C 
~-' ,)-
TABLE 34 
FREQUENCY OF THE USE OF PHILOSOPHY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC Atl 
USES EMERGE. INSTIT. -
. 
N % N % N % N % N % 
Spec I fie required course, one term 3 2.0 37 8.2 3 2.5 11 6.6 54 6.o 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
4;0 three terms or one year 4 2.6 18 0 o.o 2 1.2 24 2.7 
Specific required courses. more 
than one year 0 o.o 13 2.9 0 o.o 0 o.o 13 l 1. 5 
~-
Choice among specific courses, one term 8 5.3 44 9.7 3 2.5 11 6.6 66 7.4 
Choice among specific courses, more 
0 o.o 3 0.7 0 o.o 1 o.6 4 o.4 than one term, less than one year 
Choice among specific courses, two 
or three terms or one year 1 o.6 31 6.8 1 o.s 0 o.o 33 3. 7 . 
Choice among specific courses, more 0 o.o 19 4.2 0 o.o 0 o.o 19 2. 1 than one year 
Specific required courses or choice among 
2 1.3 47 10.4 0 o.o 0 o.o 49 s.s specific courses, two years or more 
Option within area distribution 
requirement 79 52.0 159 35.1 88 72.1 10'4 62.7 430 48.2 
Not used as required course, choice 
55 36.2 82 18.0 27 22. 1 37 22.3 201 or option ln general education 22.5 
\ 1'()1' fl.\. \52 100.0 453 100.0 122 100.0 166 100.0 893 100.0 
a:.~.~ .-'-"'· !'" '1 
" 
TABLE 35 
FREQUENCY OF THE USE OF PHILOSOPHY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC Alt 
USES EMERGE. INSTIT. -~ 
N % N % N % N % N % 
Specific required course, one term 1.4 15 S.6 2 2.0 5 4.o 23 4.1 
Specific required courses, more than 
o.4 one term, less than one year 0 o.o 1 0 o.o 0 o.o o. 
Specific required courses, two or 
three terms or one year 2 2.9 9 3.4 0 o.o o.8 12 2.1 
Specific required courses, more 
than one year 2 2.9 7 2.6 0 o.o 0 o.o 9 1 • 
Choice among specific courses, one term 4 s.8 24 9.0 3 3.0 9 7 .1 40 7.1 
Choice among specific courses, more 
than one term, Jess than one year 0 o.o 2 o.8 1.0 0 o.o 3 o. 
Choice among specific courses, two 
or three terms or one year 0 o.o 12 4.5 0 o.o 0 o.o 12 2. 1 . 
Choice among specific courses, more 
than one year 0 o.o 19 7 .1 0 o.o 0 o.o 19 
Specific required courses or choice among 
1.4 specific courses, two years or more 21 7.9 00 o.o 0 o.o 22 
Option within area distribution 
56.5 91 34.2 69 69.0 71 61.1 276 requirement 39 
Not used as required course, choice 
65 24.4 34 144 or opt\on \n general educatlon 20 29.0 25 25.0 27.0 
9 99.9 2 00 oo.o 12 100.0 561 
TABLE 36 
FREQUENCY OF THE USE OF PHYSICS COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC A'll 
USES EMERGE. INSTtT ••. 
• 
N % N % N % N % N t 
Specific required course, one term 1 o.6 5 1 • 1 1 o.8 0 o.o 7 o.s 
Specific required courses, more than 
0 o.o l 0.2 0 1 o.6 one term, less than one year o.o 2 0.2 
Specific required courses, two or 
three terms or one year 1 o.6 1 0.2 0 o.o 0 o.o 2 0.2 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
--
Choice among specific courses, one term 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.c 
Choice among specific courses, two 
or three terms or one year 0 o.o 1 0.2 0 o.o 0 o.o 1 0.1 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
60.S 3fl2 82.8 144 86.7 679 76.0 requl rement 92 75.5 101 
Not used as required course, choice 
58 38.2 or optlon tn general education 103 22.7 20 16.4 21 12.7 202 22.E 
\'T01" ft..\. 152 99.9 453 99.9 122 100.0 166 100.0 893 99.$ 
" 
TABLE 37 
FREQUENCY OF THE USE OF PHYSICS COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC All 
USES EMERGE. INSTIT ( 
N % N % N % N % N t 
Spec I flc required course, one term 0 o.o 0 o.o 1 1.0 1 o.8 2 o.4 
Specific required courses, more than 
one term, less than one year 0 o.o t o.4 0 o.o 0 o.o 1 0.2 
Specific required courses, two or 
three terms or one year 0 o.o 3 1 • 1 0 o.o t o.s 4 o.6 
Specfflc required cou~ses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 1 0. I+ 0 o.o 0 o.o 1 0.2 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o t o.4 0 o.o 0 o.o t 0.2 . 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 2 2.0 0 o.o 2 I o.4 
Specific required courses or choice among 
specific courses, two years or more 1 J.4 0 o.o 0 o.o 0 o.o ,' 1 0.2 
Option within area distribution 
requirement 42 60.9 199 74.8 77 11.0 114 90.s 432 77.0 
Not used as required course, choice 
or optlon ln genera\ education 26 37.7 61 22.9 20 20.0 10 7.0 1t7 20.8 
.l "tC:)"'t II.\. 69 100.0 266 100.0 100 JOO.O 126 100.0 561 100.0 
..... , •. ;:.:·o·· ... 
-
TABLE 38 
FREQUENCY OF THE USE OF POLITICAL SCIENCE COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC All 
USES EMERGE. INSTIT. • 
N t N % N % N % N t 
Specific required course, one term 5 3.3 16 3.5 8 6.6 24 14.5 53 5.9 
Specific required courses, more than 
o.6 one term, Jess than one year 0 o.o 0 o.o 0 .o.o 1 l o. t 
Specific required courses, two or 
three terms or one year 0 o.o 1 0.2 9 7.4 7 4.2 17 1.9 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 1 0.1 1 0.2 l o.s 4 2.4 7 o.s 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 1 o.6 1 0.1 
Choice among specific courses, two 
or three terms or one year 0 o.o t 0.2 1 o.a 2 1.2 4 o.4 
-
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o ' 0 o.o 
Option within area distribution 
88 57.8 283 62.s requirement 88 12.1 113 68.o 572 64.1 
Hot used as required course, choice 
or optlon \n general educatton 58 38.2 151 33.3 JS 12.3 14 8.4 238 26.7 
l'l01'~L 152 100.0 453 99.9 122 100.0 166 99.9 893 100.0j 
TABLE 39 
FREQUENCY OF THE USE OF POLITICAL SCIENCE COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC All ...,.. 
USES EMERGE. INSTIT. 
N t N % N % N % N t 
Specific required course, one term 2 2.9 11 4. 1 12 12.0 16 12.7 41 7.3 
Specific required courses, more than 
one term, Jess than one year 0 o.o 0 o.o 0 o.o 1 o.8 1 0.2 
Specific required courses, two or 
three terms or one year 0 o.o 2 o.8 7 7.0 6 4.7 15 2.7 
Specific required courses, more 
than one year ,. 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 0 o.o 0 O;O 3 2.4 3 o.s 
Choice among specific courses, more 
than one term, Jess than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 2.4 or three terms or one year 0 o.o 0 o.o 0 o.o 3 3 oo.s . 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o ·O o.o 
Option within area dlstrlbutlon 
requirement 48 69.6 158 59.4 63 63.0 85 67.5 354 63.1 
Not used as required course, choice 
or option ln genera\ education 19 27.5 95 35.7 18 t8.o 12 9.5 144 25.' 
(t01'M. 69 100.0 266 too.a too 100.0 126 100.oj 561 JOO.CJ 
., .. ;t;-: ·. ··~ .. 
TABLE 40 
FREQUENCY OF THE USE OF BSYCHOLOGY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % 
. 
N % N t 
Specific required course, one term 9 5.9 49 10.8 6 l.t.9 28 16.9 92 10.3 
Specific required courses, more than 
one term, less than one year 0 o.o 1 0.2 0 o.o 1 o.6 2 0.2 
Specific required courses, two or 
three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, more 
than one year 0 o.o 1 0.2 1 o.B 0 o.o 2 0.2 
_-., 
Choice among specific courses, one term 2 1.3 7 1.s 0 o.o 3 1.8 12 1.3 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o l o.6 1 0. 1 
Choice among specific courses, two 
or three terms or one year 2 1.3 1 0.2 1 o.a 1 o.6 5 o.6 . 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o .Q o.o 
Option within area distribution 
83 requirement 54.6 251 ss.4 84 68.9 93 56.o 511 57.2 
Not used as required course, choice 
56 36.8 143 or option \n general education 31.6 30 24.6 39 23.5 268 30.0 
't()'l to.\. 152 99.9 '+53 99.9 122 100.0 166 100.0 893 99.9 
,•. ¥~;.; •• 
··'.' ',;· 
............. :. 
·. ,• , . 
. " . . •• . 
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TABLE 41 I 
FREQUENCY OF THE USE OF PSYCHOLOGY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC Att 
USES EMERGE. INSTIT. 
N % N % N % • N % N % 
Specific required course, one term 6 8.7 27 10.2 2 2.0 17 13.5 52 9.3 
Specific required courses, more than 
0 one term, less than one year o.o 0 o.o 0 o.o 1 o.8 1 0.2 
Specific required courses, two or 
three terms or one year 1 1.4 1 o.4 0 o.o 0 o.o 2 o.4 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
.. ~ 
Choice among specific courses, one term 1 1.4 2 o.a 1 1.0 2 1.6 6 1 • 1 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 1 o.4 0 o.o 0 o.o l 0.2 
Choice among specif lc courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
44 63.8 148 55.6 68 68.0 74 58.7 334 requl rement 59.5 
Not used as required course, choice 
17 24.6 87 or option \n general education 32.6 29 29.0 32 25.4 165 29.3 
I\ "t()"t fl.\. 69 99.9 266 100.0 100 100.0 126 100.0 561 100.0 
! d?trttr!rtCf?lTbhrfrr P t ftT T'tt 71' t'ntzr->r 'b'S 't#'' I i''i ';· t ft : f 1 a 1 '? 
TABLE 42 
FREQUENCY OF THE USE OF RELIGION COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. OENOM. PUBLIC PUBLIC .A:LL 
USES EMERGE. INST IT;_--
N % N % N % N % N t 
Specific required course. one term 4 2.6 26 5.7 0 o.o 0 o.o 30 3.4 
Specific required courses. more than 
0 o.o 5 1 • 1 0 o.o 0 o.o 5 o.6 one term. Jess than one year 
Specific required courses. two or 
three terms or one year 0 o.o 54 11.9 0 o.o 0 o.o 54 6.o 
Specific required courses, more 
than one year 1 0.1 17 3.8 0 o.o 0 o.o 18 2.0 
.-. 
Choice among specific courses. one term 1 0.7 40 a.a 0 o.o 0 o.o 41 4.6 
Choice among specific courses. more 
4 than one term. less than one year 1 0.7 0.9 0 o.o 0 o.o 5 o.6 
Choice among specific courses. two 
or three terms or one year 1 0.1 59 13.0 1 o.a 0 o.o 61 6.8 
Choice among specific courses. more 
than one year 0 o.o 19 4.2 0 o.o 0 o.o 19 2.1 
Specific required courses or choice among 
specific courses, two years or more 8 5.2 55 12.1 0 o.o 0 o.o /63 7.t 
Option within area distribution 
requirement so 32.s 95 21.0 29 23.8 26 15.7 200 22.3 
Not used as required course, choice 
or opt1on 1n general education 86 56.6 79 17.4 92 75.4 140 84.3 397 4lt.5 
l'TO'T l\L 152 100.0 If 53 99.9 122 100.0 166 100.0 893 100.0 
'itMMfnr r!M 'Td' rrnm n, · · , , , !lrtni ., 11 ·t:11U' .. a 7 l1 rt I 
TABLE 43 
FREQUENCY OF THE USE OF RELIGION COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC At:L 
USES EMERGE. INSTI T. 
N % N % N % N % N % 
Specific required course. one term l l.4 20 7.5 0 o.o 0 o.o 21 3.7 
Specific required courses. more than 
one term. Jess than one year 1 1.4 2 o.a 0 o.o 0 o.o 3 o.s 
Specific required courses. two or 
three terms or one year 1 1.4 36 13.5 0 o.o 0 o.o 37 6.5 
Specific required courses, more 
than one year 1 1.4 8 3.0 0 o.o 0 o.o 9 t.6 
Choice among specific courses, one term 0 o.o 22 8.3 0 o.o 0 o.o 22 3.9 
Choice among specific courses, more 
than one term, less than one year 0 o.o 2 o.8 0 o.o 0 o.o 2 o.4 
Choice among specific courses, two 
38 6.8 . or three terms or one year 0 o.o 38 14.3 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 1 1.4 10 3.8 0 o.o 0 o.o 11 2.0 
Specific required courses or choice among 
4.4 28 specific courses. two years or more 3 10.5 0 o.o 0 o.o 31 5.5 
Option within area distribution 
31.9 53 19.8 22 22.0 21 16.7 118 21.0 requirement 22 
Not used as required course, choice 
56.6 47 17.7 78 78.0 105 83.3 269 48.o or option ln general education 39 
. (\'011'\. 69 99.9 266 100.0 100 100.0 126 100.0 561 99.9; 
... ,, 
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TABLE 44 
FREQUENCY OF THE USE OF SOCIOLOGY COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC Al:L 
USES EMERGE. tNSTfT. 
N % N % N % N % N t 
Specific required course, one term 4 2.6 15 3.3 3 2.s 5 3.0 27 3.0 
Specific required courses, more than 
one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 0 o.o 0.2 0 o.o o.6 2 0.2 
Specific required courses, more 
than one year 0 o.o 0.2 0 o.o 0 o.o 0.1 
Choice among specific courses, one term 0 o.o 2 o.4 0 o.o 4 2.4 6 0.7 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 2 1.3 1 0.2 1 o.B 0 o.o 4 o.4 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 
requirement 93 61.2 308 68.o 81 66.4 133 80.1 615 68.9 
Hot used as required course, choice 
34.9 or option \n genera\ education 53 125 27.6 37 30.3 23 13.9 238 26.7 
itN.. \52 100.0 453 99.9 122 100.0 J66 100.0 893 100.0 
TABLE 45 
FREQUENCY OF THE USE OF SOCIOLOGY COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
.. IND. OENOM. PUBLIC PUBLIC ALL 
USES EMERGE. INSTIT. 
N % N % N % N % N % 
Specific required course, one term 2 2.9 5 1. 9 1.0 3 2.4 11 2.0 
Specific required courses, more than 
one term, Jess than one year t .4 0 o.o 0 o.o 0 o.o 0.2 
Specific required courses, two or 
three terms or one year 0 o.o o.4 0 o.o 0 o.o 0.2 
Specific required courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, one term 0 o.o 2 o.8 0 o.o 2 t.6 4 0.7 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
0 o.o specific courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o 
Option within area distribution 49 71.0 178 66.8 72 72.0 101 80.3 400 71.2 requirement 
Hot used as required course, choice 17 24.6 80 30.1 27 27.0 . 15.9 144 or option \n general education 20 25.7 
69 99.9 2 100.0 100 100.0 126 100.0 561 100.0 
. ,., .. '~ .. 
TABLE 46 
FREQUENCY OF THE USE OF SPEECH COURSES IN THE BACHELOR OF ARTS GENERAL EDUCATION REQUIREMENT 
IND. DENOM. PUBLIC PUBLIC All 
USES EMERGE. INSTIT .. 
N % N % N % N % N t 
Specific required course. one term 15 9.8 85 18.8 17 13.9 49 29.4 166 18.S 
Specific required courses. more than 
one term. less than one year 0 o.o 1 0.2 0 o.o 0 o.o 1 0.1 
Specific required courses. two or 
three terms or one year 1 0.1 7 1.5 2 1.6 1 o.6 11 1.2 
Specific required courses, more 
than one year 1 0.1 2 o.4 0 o.o 0 o.o 3 0.3 
·-
Choice among specific courses, one term 4 2.6 22 4.9 t 0.9 6 3.6 33 3.7 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 2 o.4 0 o.o 0 o.o 2 0.2 
Choice among specif lc courses, more 
than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses or choice among 
speclfrc courses, two years or more 0 o.o 0 o.o 0 o.o 0 o.o .' 0 o.o 
Option within area distribution 
requ I remen t 7 4.6 63 13.9 45 36.9 42 25.3 157 17.9 
Not used as required course, choice 
124 46.7 68 4 t. 1 58.l or option 1n general education 81.6 271 59.8 57 520 
f'f01' A.\. 152 100.0 453 99.9 122 99.9 Jct> 100.0 893 JOO.O 
t ... t ·* . !.•_ • 
' 
TABLE 47 
FREQUENCY OF THE USE OF SPEECH COURSES IN THE BACHELOR OF SCIENCE GENERAL EDUCATION REQUIREMENT 
IND. DEN OM. PUBLIC PUBLIC AU 
USES EMERGE. INSJIT. 
N % N % N % N % N t 
Spec I fie required course. one term 10 -14.6 68 25.S 14 14.o 38 30.1 130 23.2 
Specific required courses. more than 
one term, Jess than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Specific required courses, two or 
three terms or one year 1 1.4 4 1.5 2 2.0 0 o.o 7 1.2 
Specific required courses, more 
than one year 1 1.4 0 o.o 0 o.o 0 o.o 1 0.1 
--
Choice among specific courses, one term 3 ~~.3 8 3.0 0 o.o 4 3.2 15 2.7 
Choice among specific courses, more 
than one term, less than one year 0 o.o 0 o.o 0 o.o 0 o.o 0 o.o 
Choice among specific courses, two 
or three terms or one year 0 o.o 1 o.4 0 o.o 0 o.o 1 0.1 
Choice among specific courses, more 0 o.o than one year 0 o.o 0 o.o 0 o.o 0 o.o 
Spec If I c required courses or choice among 
0 o.o 0 o.o 0 o.o 0 o.o 0 o.o specific courses, two years or more 
Option within area distribution 
3 4.3 31 11r.1 30 30,0 37 29.4 101 18.0 requirement 
Not used as required course, choice 
51 73.9 154 57.9 54 54.o 47 37,3 306 54. E or option ln general educ:atlon 
l1'01'~l 69 99.9 266 100.0 100 100.0 126 100.0 561 99.~ 
'· 
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biology, chemistry, classics (Bachelor of Arts only), economics, fine ·arts 
(Includes studio arts, dance, and music), general science (includes earth 
science and general physical science), geography, geology, history, llterature, 
mathematics, philosophy, physics, political science, psychology, religion, 
sociology, and speech. 
One is immediately· impressed by the congruity of the use of thes_e sub• 
Jects within the general education programs of the four groups of colleges and 
universities. For the most part, the subjects are used in the breadth require-
rnent In about the same way all across the land. There are no cases In which 
( 
a subject ts used largely, for example, as a one. term requl red course in one 
type of Institution and an option within an area or distribution requirement 
fn another group. 'Generally, the pattern of use of a subject within the 
breadth requirement does not vary by type of lnstitutloD. 
Geography ts a good example of a subject in which there ts a seeming 
diversity among groups of tnstt tut tons. Very few If any schools requt re a 
specific course or even a choice of courses In geography as part of the general 
education r~qutrement. If ft Is available, It ts used only as an option within 
a social science or science distribution requirement. Only 16.4 percent and 
20.1 percent of the Independent and Denomtnattonal schools respectively use 
geography whereas 61.5 percent and 60.8 percent of the Public and Emerging 
Public Institutions use geographr,tn thetr general education requirements. 
One explanation for the difference relates to the number of schools 
among the four groups offering a geography major. In this study. there were 
39 Bachelor or Arts and Bachelor of Science programs in geography in the 
Independent and Denomtnatlonat schools (605 total schools) whl le there were 
·. 
191 geography programs in the Public and Emerging Public Institutions (291 
to ta 1 schoo 1 s). 
Mathematics seems to be one of the few areas In which diversity tn 
approach may be the answer to the difference between the use of mathematics 
in the general education programs In the Independent and Denominational 
schools and the Public and Emerging Public Institutions Jn Bachelor of Arts 
degree programs. As Table 32 Illustrates, there ts a noticeable difference 
186 
between the two pairs Jn the total number of schools which use mathematics tn 
the general education requirement. 
The argument that mathematics Is not offered as a major would not seem 
to fu1 ly explain the diversity. In spite of the fact that there are fewer 
schools In the Independent and Denominational groups which offer a mathematics ~ · 
major, ~athemattcs ts still needed as a collateral or prerequisite course for 
baste chemistry and physfcs courses. The answer may lie fn the attitude 
which ts prevalent toward mathematics as part of the lfberal arts curriculum. 
The picture of the use of mathematics Jn the Bachelor of Science general 
education requirement shows little of thls diversity. Mathematics Is used as 
a required course or choice or even as an option ln the Independent and 
Denomtnatlona1 schools much the same as It Is tn the Public and Emerging Public 
Institutions. (Table 33) Evidently. the mathematics courses are Integrated 
Into the general education requirement of all types of institutions when the 
curriculum calls for it, namely when a science or social science major ts 
involved. 
The use of religion or theology in the general education requirement 
offers a clear cut case of diversity based on the obvious fact of ~ellglous 
t 
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affiliation. Tables 42 and 43 reflect that 82.6 percent of the Bachelor of 
Arts programs and 82.3 percent of the Bachelor of Science programs in Denomln-
atfonal schools use religion as a requlred course, choice, or option within 
the general education requlrement. This ts far above the average for the 
other three categories of schools. 
Comparisons between selected subjects in the Bachelor of Arts programs 
In the present study and those same subjects surveyed Jn the Dressel study 
are instructive. In philosophy, the Dressel study showed that 37 percent of 
the institutions offered philosophy as an option Jn the general education 
requirement while the present studY, showed that 48.2 percent dtd so. The 
difference could be justified by the four year gap between this study and 
Dressel's since the Dressel study indicated that the 37 percent figure~ had 
8 
risen from 29 percent ten years previously. 
In the area of religion, the Dressel study established that 18 percent 
of the institutions required two years of religion while the present study 
indicated 7.1 percent. The present study may be reflecting the trend toward 
diminishing the place of religion in the genera) education requirement. In 
the Dressel study, the figure for religion dropped from 22 percent ten years 
previously. Dressel and Dells~e~sssurvey showed that 17 percent of the schools 
used religion as an option whereas the present study showed 22.~ percent, and 
13 percent required one year of religion in the Dressel study and 12.8 percent 
in the present study.9 
8 Dressel and Delisle, p. 18. 
9tbid,. p. 19. 
' \ :2 
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The final area Jn whtch specific comparison between the Dressel and 
Delisle examination and the present study can be made is tn the area of 
mathematics. Dressel found that 22.7 percent of the Institutions required 
no mathematics whereas the present study indicated that 34.9 percent required 
no mathematics. The Dressel study Indicated that 41.9 percent used mathe• 
' 
mattes as an option versus 34.7 percent In the present study; that 17.4 per· 
cent of the institutions required one term of mathematics versus 18.1 percent 
in the present study; and that 10.2 percent required one year versus 10.6 per• 
cent in the present study. 10 
Wlth the aforementioned exceptions, there is little difference in the 
use of these selected subjects in the general education requirements of the 
four groups of colleges. All of these subjects represent well founded·dtsci· 
pl tnes wl thin the traditional 1 Jberal arts school, some sti 11 on the rise such 
as psychology, others such as biology cemented Into the science part of the 
general education program, and classics on the way down since the decline 
started by Charles Eliot over 100 years ago. 
The small number of institutions which offer interdepartmental courses 
either as an option in the general education program or as the foundation of a 
general education requirement (Table 3) Indicates that either Interdepartmental 
courses are not the best method to provide the necessary background for pursut 
of a concentration or that It just does not flt In conventently with the 
present academic departmental st~ucture and reward system for faculty. Cerud 
talnly, colleges have had adequate examples of "general education" programs 
lOlbid., p. 22. 
-
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from Harvard and Chicago's use of the system through Bell's definitive discus-
sf on of general education to develop such programs. 
But to conjecture about the diversity of the use of specific subjects 
within a general education requirement loses sight of what ts one of the major 
arguments against the existence of diversity among fnstltutfons,,l~e., that 
all types of institutions seem to agree that the breadth and depth kind of 
1 tberal ·arts curriculum ts the way to educate students In a school of arts 
and science In the 1970 1s. As Table 3 reminds us, 87.2 percent of a11 fnstt• 
tutions favor a general education requirement of breadth in specific areas, 
some or all specific courses needed to fulfill those area requirements and a 
mlntmum number of credits required to fulff 11 the genera1 education requirement ~ 
Only 9.9 percent of the Institutions surveyed broke clearly from that structure 
for their general education program. 
Structure of the Major 
The structure of the major of each Institution was characterized In 
one of four ways for. this study: 
I) traditional discipline majors only; 
2) traditional discipline majors with some Interdepartmental or area 
majors or ability to design your own major; 
3) area majors only, I.e., humanities, social sciences, science, etc.; 
4) no defined major structure·-varfes according to the program 
planned by the student and teacher. 
As Table 48 illustrates, there was Jtttle diversity between the four 
groups of Institutions and little diversity within each group. The-~ I nc!ependent 
' 
···"'""'":'"~'.·~·~ , .
TABLE 48 .. 
STRUCTURE OF MAJOR 
Emerging All 
Type Independent Denom. Public Pub 1 i c tnstltutlons 
of 
Structure N N N N N 
( 152) % (453) % (122) % ( 169) % (896) % 
Traditional Discipline· 
Majors only 45 29.6 205 45.3 44 36. 1 74 43.8 368 41.1 
Traditional Discipline 
Majors with some 
Interdepartmental or 
area majors or abllfty 
to design own major ·99 65.1 245 54.1 78 '63.9 95 56.2 517 57.6 
Area Major Only 
i.e., humanities, 
social sciences. 
science 2 1.3 2 o.4 0 o.o 0 o.o 4 o.4 
: 
No Defined Structure 
_, Varies according to 
program planned by 
student 6 3.9 1 0·.2 no o.o 0 o.o 7 o.s 
-\..0 
0 
' 
·. 
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schools again lead the snakelike procession begin less attached to traditional 
disciplines and more prone to provide a wide variety of ways in which a student 
might concentrate for his degree. Though a larger percentage of Institutions 
offer some Interdepartmental majors or area majors than not, the apparent 
movement in this direction may have less depth than the distribution reflects. 
In reading the catalogues of some of the smaller Denominational and Emerging 
Public Institutions, one receives the distinct impression that a social science 
major is not an attempt to present a unified interdisciplinary approach to 
social problems, but merely the weak attempt tc;> provide a major tn a general 
area such as social sciences because the school does not have sufficient 
faculty or demand to offer a psychology or sociology major or both. 
Again the overpowering factual statement presents Itself to the 
reader·•llttle diversity exists among the four types of Institutions. The 
Emerging Public institutions are more like the average than any of the other 
types of schools. Though some experimentation Is noticeable In the Independent 
and larger Public untverstttes, the tradltlona1 depth concentration tn a single 
area or spectfic part of a tradtttonal area Is the way of life in American 
co11eges and universities. One has to seek far and wide to find an institution 
which will provide a "different" approach to education of the undergraduate. 
Dressel and Delisle found a stmtlar situation to exist In the·:schoots which 
they surveyed. 
The type of major In most frequent use Is the departmental major. Al• 
though many institutions offer the broader majors represented by area 
programs, the pattern or theme approach, and Interdepartmental or inter-
dlscipl lnary programs, these are usually alternatives to meet the 
·. 192 
exceptional needs of a few students.11 
·An analysis of the Individual disciplines which are offered for concen-
tration In the four types of institutions was devised to explore possible 
diversity In number of credits needed to fulfill particular major degree 
}, requirements. All disctp1tnes were classified under the general grouping of 
'. t 
' 
' . 
humanities, social sciences, and sciences. Each major was further divided 
Into three categories: 1) credits or courses (for schools on the course 
system) used to fulfill the major or depth requirement; 2) directed electives 
(credits outside the major but designated by the department to complement the 
major courses)• and 3) free electl'.ves. Each of these categories has been 
analyzed separately according to the four types of institutions. 
Overall, there was little variation among the four types of schools 
In the number of credits or courses required for the major, directed electives, 
and those courses or credits allowed for free electives. (Tables 49•57) On 
the average, the variation In a subject between one type of Institution and 
another would be no more than 2 to 4 credits or one course (for the schools 
on the course system). Where there were some large variations, they take place 
In categories where the population was based on a small number of schools. 
In the Science category, the average number of credits required In 
major subjects varied no more than three credits from the average for any major 
among the four types of institutions in the Bachelor of Arts or the Bachelor 
of Science degree programs. (Tables 49-51) The Emerging Public fnstltutlons 
are generally higher than the average while the Independent institutions are 
. ' I 
I: 
TABLE 49 
SCIENCE HAJOR••COURSES·-AVERAGE SEMESTER HOURS ANO COURSES . 
Credit IND. DENOH. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Astronomy Semester* 24 
-- -- --
28 26 
-- --
27 26 
N• 1 N• 4 N• 6 N• 5 N• 6 
Course 7 13 6 6 4 -- -- -- 7 10 N• 7 N• 1 N• 1 N• 1 N• 1 N• 9 N• 2 
Biology Semester 31 34 - 31 31 31 32 33 34 31 32 
N• 55 N• 44 N•169 N•202 N• 52 N• 69 N• 90 N•l 10 N•366 N=425 
Course 9 10 8 9 - 10 9 11 -- 9 9 N• 40 Nai: 9 N• 82 N• 48 N• 3 N• 1 N• 2 N•127 N• 58 
Botany Semester 24 27 
-- --
29 34 34 34 30 33 
N• 2 N• 2 N• 13 N• 19 N• 5 N• 9 N• 20 N• 30 
Course 11 
-- -- -- -- -- -- --
11 
--N• 1 
-
N• 1 
Chemistry Semester 33 39 32 36 33 39 37 38 34 37 
N• 57 N• 44 N•157 N•196 N• 70 N• 89 N• 84 N•121 N•368 N•450 
Course 10 11 9 10 13 -- 11 -- 9 10 N• 40 N• 11 N• 81 N• 49 N• 4 N• 2 N•127 N• 60 
Geology Semester 31 33 30 33 32 37 34 37 32 36 
, H• 14 N• 6 N• 8 N• 16 N• 46 N• 47 N• 33 N• 56 N•lOl N•12« 
·-
Course 9 10 9 . 10 8 
-- -- --
9 10 
N• 24 N• 6 N• 2.4 N• 12 N• l N• 49 N• H 
-*Includes Institutions on quarter credit system converted by two th I rds formu I a. l..O w 
;, 
Cred It IND, DENOH, PUBLIC EMERG, PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Mathematics Semester * 33 34 31 32 32 34 34 36 32 33 
N• 63 N• 40 N•184 N•176 N• 70 N• 78 N• 96 N•109 N•lt13 N•40 
Course 10 10 ·9 10 14 -- 11 9 10 N• 38 N• 7 N• 87 N• 46 N• 4 N• 2 N=131 N= 5 
Physics Semester 33 37 - 31 34 33 36 33 37 33 36 
N• 46 N• 30 N• 78 N•l 15 N• 52 N• 81 N• 65 N• 97 N•241 N•32 
Course 10 11 9 10 13 12 10 10 
N• 33 N• 10 N• 62 N• 38 N= 4 N• 2 N•101 N= 4 
Zoology Semester 28 27 32 34 33 36 32 34 
N• 2 N• 2 N• 12 N• 22 N• 5 N• 9 N• 19 N• 3 
Course 7 7 
N• 1 N= 1 
Semester 
Course 
Semester 
~' 
Course 
*Includes Institutions on quarter credit system converted by two thirds formula. 
I 1 1 I . . 2 ii I ii . I a 1 li I I . 2 ua H ,)£! Lid . Ji !JUL 1. lUSi IULl&iJ!Ldi!Jd~ 
. .· . . ' . . ... '.· ..... -
TABLE 50 1 
SCIENCE MAJOR·-DIRECTED ELECTIVES••AVERAGE SEMESTER HOURS AND COURSES~ 
Credit IND. DENOM. PUBLIC EHERG. PUBLIC All INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Astronomy Semester* 15 
-- --
.... 8 26 
-- --
10 26 
N• 1 N• 4 N• 6 N• 5 N= 6 
Course 5 1 4 4 12 
-- -- --
6 3 
N• 7 N• 1 N• 1 N• 1 N• 1 N• 9 N• 2 
Biology Semester 22 - 20 24 21 27 26 22 25 27 25 
N• 55 N• 44 N•169 N•202 N= 52 N• 69 N• 90 N•llO N=366 N•lt25 
Course 5 5 5 5 9 12 8 -- 5 5 
N• 40 N• 9 Na 82 N• 48 N• 3 N= 1 N• 2 N•127 N• 58 
Botany Semester 24 21 
-- --
13 28 16 27 15 27 
N• 2 N• 2 N• 13 N• 19 N• 5 N• 9 N= 20 N= 30 
Course 0 
-- -- --
.... 
-- -- --
0 
--
N• 1 - N• l 
Chemistry Semester 19 23 19 23 19 24 21 28 19 24 
N• 57 N• 44 N•157 N•196 N• 70 N= 89 N• 84 N•121 N•368 N=450 
Course 4 4 4 5 7 -- 5 -- 4 5 
N• 40 N• 11 N• 81 N= 49 N• 4 N• 2 N•127 N• 60 
Geology Semester 14 19 17 26 19 27 19 31 18 28 
N• 14 N• 6 N• 8 N• 16 N• 46 N• 47 N• 33 N= 56 N•101 N•125 
Course 4 6 4 5 6 
-- -- --
44 5 
N• 24 N• 6 N• 24 N• 12 N• 1 N•h49 N= lS 
-*Includes Institutions on quarter credit system converted by two th I rds formu I a. l..O V1 
·:\1 .. f.' .. ·-::'~ 
: t an.: x. t tu(. t .tLU LI t .. . .h.t(U¥i##Li@4.U-
I 
TABLE 50-·CONTlNUED 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Mathematics Semester* 15 12 9 12 9 14 11 17 10 14 
N• 63 N• 40 N•184 N•176 N== 70 N• 78 N• 96 N•109 N•413 N•403 
Course l 2 1 1 3 -- 3 00 1 2 
N• 38 N• 7 N• 87 N• 46 N• 4 H• 2 N•131 N• 53 
18 21 -· 19 20 18 24 21 25 19 23 Physics Semester 
N• 46 N• 30 N• 78 N•l 15 N• 52 N= 81 N• 65 N• 97 N•24t N=323 
Course 3 5 4 5 7 -- 7 -- 4 5 .-
N• 33 N• 10 N• 62 N• 38 N• 4 N• 2 N•l01 N= 48 
Zoology Semester 15 21 
-- --
21 26 17 25 20 25 
N• 2 N• 2 N• 12 N• 22 N• s Na 9 N• 19 N• 33 
Course 5 
-- -- -- --
-- -- --
5 --
N• 1 
-
N• 1 
[, 
Semester 
Course 
" 
Semester 
.,., 
Course 
-*Includes Institutions on quarter credit system converted by two thirds formula. \.0 CJ' 
ii. . 
. j :St; J 2 d!JU I l!JSIJ:U!Ui!llJ UJ!Jl;!Ul4UZ-
TABLE 51 
, 
SC I ENCE MAJOR•· FREE ELECT I VES··AVERAGE SEMESTER HOURS AND COURSES~' 
C red It IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Astronomy Semester * 60 -- -- -- 28 26 -- -- 35 26 N• 1 N• 4 N• 6 N• 5 N• 6 
Course 11 8 10 10 5 
-- -- --
10 9 
N• 7 N• 1 N• 1 N• 1 N• 1 N• 9 N• 2 
Biology Semester 28 22 -· 25 25 27 23 26 .25 26 25 
N• SS N• 44 N•169 N=202 N•5S2 N• 69 N• 90 N•llO N=366 N=425 
Course 11 8 9 8 8 12 9 -- 10 8 N• 40 N• 9 N• 82 N• 48 N• 3 N• 1 N• 2 N=127 N• 58 
Botany Semester 38 19 
-- --
23 24 31 18 27 22 
N• 2 N• 2 N• 13 N• 19 N• 5 N• 9 N.. 20 N= 30 
Course 12 
-- -- -- -- -- -- --
12 
--
N• t 
-
N• 1 
Chemistry Semester 28 23 24 22 27 20 24 21 25 24 
N• 5, N• 44 N•157 N•196 N• 70 N• 89 N• 84 N•121 N•368 N•450 
Course 11 9 9 8 9 
--
13 -- to 8 
N• 40 N• 11 N• 81 N• 49 N• 4 N• 2 N•127 N• 60 
Geology Semester 36 21 27 20 25 22 27 19 27 21 
v N• 14 N• 6 N• 8 N• 16 N• 46 N• 47 N• 33 N• 56 N•101 N•125 
Course 12 7 9 8 7 -- -- -- to 8 
.. N• 24 N• 6 N• 2lt N• 12 N• 1 N• 49 N• 18 
*Includes Institutions on quarter credit system converted by -two thirds formula. \0 
" 
I !213.2.12,. n a e:u - ;:g:a: .J~.,.k.£1¢1 £!41UQC1(J@LJJ UI!-
TABLE 51·-CONTINUED 1 
Cred It IND, DENOM. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Mathematics Semester* 50 31 33 33 32 32 30 30 35 32 
N• 63 N• 40 N•t8lt N•176 N• 70 N• 78 N• 96 N•l09 N•413 N•403 
Course 13 10 11 10 12 -- 15 -- 12 10 
N• 38 N• 7 N• 87 N• 46 N• 4 N• 2 N•131 N= 53 
28 24 -· 26 26 24 24 26 24 Physics Semester 23 22 
N• 46 N• 30 N• 78 N•115 N• 52 N• 81 N= 65 N• 97 N•241 N•323 
Course 11 8 9 7 9 -- 11 -- 10 8 .. 
H• 33 N• 10 N• 62 N• 38 N• 4 N• 2 N•101 N• 48 
Zoology Semester 39 19 
-- --
16 21 30 19 22 20 
N• 2 N• 2 N• 11 N• 22 N• 5 N• 9 N• 19 N• 33 
Course 11 
-- -- -- --
-- -- --
H .... 
N• 1 - N• l 
Semester 
Course 
. Semester 
,. 
Course 
.. 
*Includes institutions on quarter credit system converted.by two thirds formula. -'::°-
a ! . 1 ),I! I a (! 2 . ·. ]!! .El !JIUJJQ§k .. UUh.U4LIJ. 1 :aal&UJUJJJ#J l ii SJ-
TABLE 52 1 
.r, 
SOCIAL SCIENCE MAJOR--COURSES••AVERAGE SEMESTER HOURS AND COURSES' 
Cred It IND. DENOH. PUBLIC EMERG. PUBLIC ALL I NSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Anthropology Semester* 34 
--
29 31 29 ... 27 31 30 30 29 
N• 14 N• 8 N• 3 N• 61 f N• 5 N• 35 N• 3 N•l 18 N• 11 
Course 9 
--
9 00 11 
--
10 
-- 9 --N• 18 N• 6 N• 3 N• 2 N• 29 
-Economics Semester 30 31 32 29 29 30 30 32 31 30 
N• 57 N• 3 N•169 N• 17 N• 83 . N• 18 N• 94 N• 17 N•403 N• 55 
Course 9· 
--
9 10 -"- 11 
--
10 
--
90 10 
N• 42 N• 82 N• 6 N• 3 N• 2 N•129 N• 6 
Geography Semester 28 27 28 32 30 31 32 30 31 31 
N• 14 N• l N• 4 H• 1 N• 62 N• 16 N• 90 N• 22 N•170 N• 40 
Course 8 
--
8 
-- -- --
11 
--
8 
--
N• 9 N• 10 - N• 1 N= 2. N• 20 
Ht story Semester 35 36 30 29 30 28 32 31 31 30 
.N• 86 N• 1 N•319 N• 11 N•l 13 N• 11 N•162 N• 20 N=680 N• 43 
Course 10 
-- 9 12 12 -- 11 -- 10 12 N• 47 N•llO N• 2 N• 4 N• 2 N•163 N• 2 
' 
Political Semester 30 33 29 29 29 25 31 30 29 29 
Science N• 66 N• 2 N•183 N• 11 N•103 N• 12 N•129 N• 19 N•481 N• 44 
Course 9 
--
9 10 8 
--
10 
-- 9 10 
N= 44 N• 84 N• 3 N• 2 N• 2 N•132 N• 3 
.. 
*Includes Institutions on quarter credit system converted by ·-two thirds formula. \0 
.... 
IS 3 ill. I ~lZ£I4¥MJl,l44tiJ.JQSUJJUJS-
TABLE 52--CONTtNUEO 1 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC All INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Psychology Semester* 31 33 29 30 28 t, 29 30 30 29 30 
N• 79 N• 4 N•235 N• 32 N•101. N• 30 N•l 18 N• 28 N•533 N• 94 
Course ()9 11 9 10 t1 
--
10 
--
9 10 
N• 42 N• 2 N• 88 N• 5 N• 3 N• 2 N•l35 N• 7 
-Sociology Semester 30 30 30 30 35 29 30 30 30 30 
N• 75 N• 4 N•2.72 N• 21 N•101 N• 20 N•131 N• 21 N•579 N• 66 
Course 9 -- 9 12 _, 11 -- 11 -- 10 12 N• 39 N• 00 N• 2 N• 3 N• 2 N•144 N• 2 
Semester 
:·: 
Course 
Semester 
Course 
•, 
. Semester 
,,. 
Course 
' 
*Includes Institutions on quarter credit system converted by two thirds formula. N g 
SOCIAL SCIENCE MAJOR••DIRECTED ELECTIVES•·AVERAGE SEMESTER HOURS AND COURSES 
Cred It IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
, 
System BA BS BA BS BA BS BA BS BA BS 
Anthropology Semester* 6 10 12 7,i~; 10 8 17 7 12 
N• 14 N• 8 N• 3 N• 6F N• 5 N• 35 N• 3 N•l 18 N• 11 
Course 2 
--
1 
--
2 
--
2 
N• 18 N• 6 N• 3 N• 2 N• 29 
Economics Semester 9 10 9 14 11 13 13 17 10 14 
N• 57 N• 3 N•169 N• 17 N• 83 N• 18 N• 94 N• 17 N•403 N• 55 
Course 2 
--
2 2 .~. 3 
--
2 2 2 
N• 42 N• 82 N• 6 N• 3 N• 2 N•129 N• 6 
Geography Semester tt 12 14 0 8 13 12 17 11 15 
N• 14 N• 11 N• 4 N• 1 N• 62 N• t6 N• 90 N• 22 N•170 N• 40 
Course 3 
--
1 
-- ·-
2 
N• 9 N• 10 N• t N• 20 
. 
Hlstory Semester 8 6 9 11 9 11 13 19 10 14 
N• 86 N• 1 N•319 N• 1l N•113 N• 11 N•162 N• 20 N•680 N• 43 
Course 1 
--
l 2 2 0 
--
1 2 
N• 47 N•l 10 N• 2 N• 4 N• 2 N•163 N• 2 
Politi ca 1 Semester 8 6 9 10 10. 10 12 17 10 13 
Science N• 66 N• 2 N•t83 N• 11 N•1031 N• 12 N•129 N• 19 N•481 N• 44 
Course 1 i1 3 2 -- 1 3 
N• 44 N• 84 N• 3 N• 2 N• 2 N•132 Na 3 
*Includes Institutions on quarter credit system converted'by th I rds formu 1 a. N two 0 
•· 
, ~ r: 
• 
~ .. ' . ·:-:. \ ... ,' 
TABLE 53·-CONTINUEO 
Credit IND. DENOH. PUBLIC EMERG. PUBLIC 
System BA BS BA BS BA BS BA BS 
Semester * 8 8 13 9 ;~ 12 11 15 Psychology 0 
N• 79 N• 4 N•235 N• 32 N•101 N• 30 N•118 N• 28 
Course 1 0 1 6 4 
·- ·-
N• 42 N• 2 N• 88 N• 5 N• 3· N• 2 
Sociology Semester 9 11 9 13 9 12 12 15 
N• 75 N• 4 N•272 N• 21 N•101 N• 20 N•131 N• 21 
Course 1 
--
1 2 3 1 
--
N• 39 N•lOO N• 2 N• 3 N• 2 
Semester 
Course 
Semester 
Course 
Semester 
Course 
*fnc:ludes Institutions on quarter credit system converted by two thirds formula. 
. ! 
ALL INSTIT. 
BA 
9 
N•533 
1 
N•135 
10 
N•579 
1 
N•144 
BS 
13 
N• 94 
4 
N• 7 
13 
N• 66 
N• 
0 
N 
2 
2 
TABLE 54 
SOCIAL SCI ENCE MAJOR·· FREE ELECTtVES••AVERAGE SEMESTER HOURS AND COURSES.: 
Credit IND. DENOM. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Anthropology Semester* 4, 
--
31 36 35 : .i 35 37 33 36 35 
N• 14 N• 8 N• 3 N• 61 N• 5 N• 35 N• 3 N•l 18 N• 11 
Course 13 10 
--
12 15 
--
12 
N• 18 N• 6 N• 3 N• 2 N• 29 
Economics Semester 43 26 33 33 32 35 29 31 33 33 
N• 57 N• 3 N•169 N• 17 N• 83 N• 18 N• 94 N• 17 N•403 N• 55 
Course 13 
--
1l 13 11 
--
14 
--
12 13 
N• 42 N• 82 N• 6 N• 3 N• 2 N•129 N• 6 
Geography Semester 35 50 27 38 32 30 29 27 31 29 
N• 14 N• 1 N• 4 N• 1 N• 62 N• 16 N• 90 N• 22 N•170 N• 40 
Course 12 
--
14 
-- -- --
17 
--
13 
N• 9 N• 10 N• 1 N• 20 
History Semester 37 18 32 33 32 37 29 28 32 32 
N• 86 N• 1 N•319 N• 11 N•l 13 N• 11 N•162 N• 20 N•680 N• 45 
Course 13 11 8 14 14 -- 11 8 
N• 47 N•110 N• 2 N• 4 N• 2 N=163 N• 2 
.Pol It I ca 1 Semester 38 17 34 32 32 40 30 29 33 32 
,·science N• 66 N• 2 N•183 N• 11 N•103 : N• 12 N•129 N• 19 N•~Sl N• 44 
Course 13 
--
11 10 14 15 
--
12 10 
N• 44 N• 84 N• 3 N• 2 N• 2 N•132 N• 3 
*Includes Institutions on quarter credit N system converted by two thirds formula. 0 w 
Credit IND. OENOH, PUBLIC EMERG. PUBLIC 
System BA BS BA BS BA BS BA BS 
Psychology Semester* 39 34 33 33 33 ~\,> 34 32 32 
N• 79 N• 4 N•235 N• 32 N•101 N• 30 N•l 18 N• 28 
Course 13 lS 11 8 11 -- 15 --
N• 42 N• 2 N• 88 N• 5 N= 3 N• 2 
Sociology Semester 38 21 33 30 33 32 29 30 
N• 75 N• 4 N•272 N• 21 N•101 N• 20 N•131 N• 21 
Course 13 
--
t 1 12 11 
·-
14 
-
N• 39 N•lOO N• 2 N• 3 N• 2 
Semester 
Course 
Semester 
Course 
Semester 
Course 
*Inc I udes Inst i tut Ions on quarter credit system converted 'by two th I rds formut a. 
f. 
All 
BA 
34 
N•533 
12 
N•135 
33 
N•S79 
12 
N=14if 
INSTIT. 
BS 
33 
N= 94 
10 
N• 7 
30 
N• 66 
12 
N• 
N 
0 
2 
HUMANITIES MAJOR••COURSES••AVERAGE SEMESTER HOURS AND COURSES 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester>" . ~-Arabic 
-- --
27'"' 27 
N• 3 N• 3 
Course 
-- -- -- --
Benga 11 Semester 
-- -- --
26 
--
26 
--N• 1 N• 1 
Course 
-- --
Chinese Semester 34 
--
28 
--
32 35 32 
--N• 1 N• 2 N• 9 N• 2 N• 14 
Course 7 
-- --
7 
N• 2 ·I N• 2 
Class tcs Semester 29 
--
28 
--
29 
--
29 24 29 24 
N• 11 N• 43 N• 32· N• 7 N• 1 N• 93 N• 1 
Course 9 
--
9 6 
--
9 
--
N• 25 N• 20 N• t N• 46 
~zechoslovakfan Semester 
--
25 ... 25 
--N• 1 N• 1 
Course 
.. --
-- -- --
N 
*Includes Institutions on quarter credit system converted by two thirds formula. 0 \11 
,, 
Credit IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Dutch Semester* 
-- --
1- ·lJ; 
-- '··•: 
--
Course 9 
-- -- -- --
9 
N• 1 N• 1 
English Semester 31 34 - 31 35 31 28 34 33 32 33 
N• 88 N• 2 N•328 N• 5 N•l 16 N= 3 N•162 N• 15 N•694 N• 25 
Course 9 10 16 10 to 10 16 
N• 47 N•l 11 N• 1 N• 3 N• 2 N•163 N• 1 
French Semester 29 
--
28 33 30 39 31 30 29 32 
N• 71 N•267 N• 4 N•103 N• 2 N•134 N• 9 N•S7S N= 15 
Course 9 9 9 12 14 -- 9 9 N• 44 N•107 N= 1 N• 3 
-
N• 2 N•156 N= 1 
German Semester 9 
--
9 7 10 
-- --
9 7 
N• 47 N• 1 N•163 N• 1 N• 91 N• 99 N• 7 N•400 N• · 9 
Course 9 
--
9 7 10 9 7 
N• 40 N• 86 N• 2 N• 3 N=129 N• 2 
~reek Semester 27 27 28 30 27 
--N• 11 N• 25 N= 31 · N• 4 N• 71 
Course 9 
--
9 14 10 9 14 
Na 17 N• 14 · N• t N• 1 N• 32 N• 1 
.N 
*Includes institutions on quarter credit system converted by two thirds formula. 0 
°' !· 
~ ' .. · 
TABLE 55-·CONTINUEO 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC All I NSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Hebrew * Semester 27 -- 24 -- 28 
•, 
--
27 
-- -- --
N• 2 N• 1 N= 6 N• 9 
Course 
-- -- -- -- -- -- -- -- --
--
-Hindi Semester 
-- -- -- --
30 
--- -- --
30 
--
N• 1 N• 1 
Course 
-- -- -· -- -- -- -- -· -- --' ' 
Italian Semester 30 
--
27 
--
30 
--
30 
--
29 
--
N• 9 N• 8 N• 26 N• 3 N• 46 
' 
Course 10 
--
10 
--
12 
-- -- --
10 
--
N• 122 N• 2 N• 1 .. N= 15 
Japanese Semester 34 
--
32 -- 34 -- -- -- 34 --
N• 1 N• 1 N• 7 N= 9 
Course 
-- -- -- -- -- -- -- -- -- --
,Jud lac Semester 30 
-- -- -- -- -- -- --
30 
--
N• 1 N• 1 
Course 
-- -- -- -- -- -- --
-- -- --
*Includes Institutions on quarter credit system converted by thirds formula. N two 
.9. 
TABLE 5S••CONTINUED 
··. e ;s.JJS. lll Z?l _sum a iiibi t t ill lb UL l 2i! !ii di-
1 
Cred It IND. DENOM. PUBLIC EMERG. PUBLIC ALL f NSTIT • 
System BA BS BA BS BA BS BA BS BA BS 
Latin Semester* 29 
--
26 Zto 27b -- 30 34 27 36 
N• 13 N• 56 N• t N• 40 N• 26 N• 3 N=135 N• I+ 
Course 9 -- 9 14 10 -- -- -- 11 14 N• 16 N• 29 N• 1 N• 1 N• 46 N= 1 
-Norwegian Semester 
-- -- -- --
27 
-- -- --
27 ... 
N• 2 N• 2 
Course -- -- 8 -- -- -- -- •• 8 --
·-N• 1 N• 1 
Oriental Semester -- -- -- -- 25 -- -- -- 25 --N• I N• 1 
Course -- -- -- -- -- -- -- -- -- --
-
Pers tan Semester -- -- -- -- 29 -- -- -- 29 --N• 1 N• 1 
Course -- -- -- -- -- -- -- -- -- --
,Phi 1 osophy Semester 29 
--
28 30 29· 29 30 27 29 29 
N• 56 N•202 N• 4 N• 82 N• 4 N• 74 N• 6 N•414 N• 14 1 
Course 9 -- 9 10 10 -- 10 -- 9 10 
N• 43 N• 94 N• 22 N• 4 N• 2 N•tl+3 N• 2 
*lnc:1udes Institutions on quarter credit system converted'by N two thirds formula. 0 00 
TABLE 
Cred It IND. DENOM. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Polish Semester* 21 ·- 21 
N• 1 N• 1 
Course 
-- -- --
... 
Portuguese Semester 25 24 28 -- -- 27 Na 3 N• 1 N• 8 N• 12 
Course 14 
-- --
14 
--
N• 1 N• 1 
Re 1 t g Ion Semester 30 
--
29 31 26 20 27 24 29 28 
N• 23 N•l83 N• 4 N• 19 N• l N• 9 N• 1 N=234 N• 6 
Course 1 t 
--
9 9 10 9 9 
N• 32 N• 77 N• 1 N• 22- N=111 N= 1 
Russian Semester 27 
--
30 31 33 37 30 37 
N• 19 N• 17 N• 42 N• 22 N• 2 N•lOO N= 2 
Course 10 
--
9 s19 -- 9 
N• 24 N• 12 N• 
' 
N• 37 
Sanskrit Semester 
-- --
19 19 
N• 1 N• 1 
Course 
-- -- -- -- -- --
*lnc1udes Institutions on quarter credit system converted by two thirds formula. 
TABLE 55--CONTINUED 
Cred It IND. OENOM. PUBLIC EMERG. PUBLIC 
System BA BS BA BS BA BS BA BS 
* 
..•. 
Scandinavian Semester 30 
)'r' 
-- --N• 2 
Course 12 -- ·- -- --
N• 1 
Slavic Semester -- 40 N• 2 
Course ...... --
Spanish Semester 29 18 28 43 30 36 30 31 
N• 68 N• 1 N•242 N• 3 N•tOl N• 1 N•131 N• 8 
Course 9 9 9 t 1 14 
N• 40 N= 90 N• 1 N• 3 N• 2 
Swedish Semester -- ...... 33 -- --N• t 
Course 
-- -- -- --
Semester 
Course 
*Includes Institutions on quarter credit system converted by two thirds formula. 
;. 
~ . ~ 
·,. 
ALL 
BA 
30 
Na 2 
12 
N• 1 
40 
N• 2 
29 
N•542 
9 
N•135 
33 
N• 1 
INSTIT. 
BS 
--
--
34 
N• 13 
N• 
N 
0 
9 
1 
TABLE 56 1 
.•, 
HUMANITIES MAJOR••DI RECTED ELECTIVES••AVERAGE SEMESTER HOURS AHO COURSES ... 
C red It IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester,-r • Arabic 
-- --
...... 
--
0 
-- -- --
0 
--
- N• 3 N• 3 
Course 
-- -- -- -- -- -- -- -- -- --
-Benga 1 t Semester 
-- -- -- --
0 
-- -- --
0 
--N• 1 N• 1 
Course 
-- -- -- --
«-
-- -- -- -- -- --
Chinese Semester 6 
--
6 
-- 7 -- 0 -- 6 --N• 1 N• 2 N• 9 N• 2 N• 14 
Course 3 - -- -- -- -- -- -- -- 3 --N• 2 - N= 2 
Class tcs Semester 8 -- 5 -- 6 -- 8 19 6 19 
N• 11 N• 43 N• 32 N• 7 N• 1 N• 93 N• t 
Course 2 
--
1 
--
6 
-- -- --
2 
--
N• 25 rt• 20 N• 1 N• 46 
' 
Czechoslovakian Semester 
-- -- -- --
24 
-- -- --
24 
--
N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- --
--
.. 
N 
*Includes Institutions on quarter credit system converted by two thirds formula. --
-
~- - "" -· ~' - .. ~ . . ~ ; '!fk :' .-·' '!"!*? ,£; ·: .% 
·. M.. u ta ou: £tJJ . :. . n l!:. JLI ; JU uu: I I ii Jct! 
TABLE 56--SONTINUED , 
Cred It IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Dutch Semester* 
i 
-- -- -- --
-- ;;k 
-- -- -- -- --
,1 
Course 
-- --
0 
-- -- -- -- --
0 
--
H• 1 N= 1 
Engl tsh Semester 7 20 - 8 7 9 11 11 16 9 14 
N• 88 N• 2 N•328 N• . S N•l 16 N• 3 N•162 N• 15 N•694 N• 25 
Course 1 
--
1 0 7 -- 1 -- 1 0 
Na 47 N•111 N• 1 N;;. 3 N• 1 N=163 N• 1 
French Semester 5 
--
8 6 9 20 10 17 8 15 
N• 71 N•267 N• 4 N•103 N• 2 N•l34 N• 9 N•575 N• 15 
Course 1 -- 1 0 4 -- 0 -- 1 0 N• 44 N•107 N• 1 N• 3. - N• 2 N•156 N• 1 
German Semester 5 9 8 24 9 -- 9 16 8 16 
N• 47 N• 1 N•163 N• 1 N• 911 N• 99 N• 7 N•400 N• ~ 
Course 2 
--
1 0 5 -- -- -- 1 0 N• 40 N• 86 N• 2 N• 3 N111 129 N• 2 
.Greek Semester 6 
--
8 0 9 -- 14 -- 9 0 
N• 11 N• 25 N• 1 N• 3l N• 4 N• 71 N• 1 
Course 1 -- 1 -- 1 -- -- -- 1 "~ N• 17 N• 14 N• 1 N• 32 
*Includes Institutions on quarter credit system converted by two thirds formula. N 
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TABLE 56--CONTINUED , 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Hebrew Semester* 14 
--
0 
--
t 1•. 
-- ·- --
4 
--N• 2 N• 1 N• 6 N• 9 
Course 
-- -- -- -- -- -- -- -- -- --
-Hindi Semester 
-- -- -- --
0 
-- -- --
0 
--N• 1 N• t 
Course 
-- -- --
... 
--· -- -- -- -- --·-
l tat 1 an Semester 7 
--
1 
--
6 
--
s 
--
6 
--N• 9 N• 8 N• 26 N• 3 N• 46 
Course 2 
--
0 
--
0 
-- -- --
22 
--N• 12 N• 2 N• 1 .. N• 15 
Japanese Semester 6 
--
0 
--
4 
-- -- --
4 
--N• t N• 1 N• 7 N• 9 
Course 
-- -- -- -- -- -- ·- -- -- --
.Judiac Semester 0 
--
... . .. •'I 
-- -- --
0 
--N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
N 
*Includes Institutions on quarter credit system converted.by two thirds formula. -\N 
I· 
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TABLE 56-·CONTINUED 1 
Credit IND. DENCH. PUBLIC EMERG. PUBLIC ALL INSTJT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester * 7 11 0 9 '111' 11 10 10 8 tatf n 
-- --N• 13 N• 56 N• 1 N• 40 N• 26 N• 3 N•13S N= 4 
: 
Course 1 
--
1 0 1 
-- -- --
1 0 
N• 16 N• 29 N• l N• 1 N• 46 N• 1 
-Norwegian Semester 
-- -- -- --
0 
-- -- --
0 
--
N• 2 N• 2 
Course 
--
--
0 
-- -- -- -- --
0 
--
N• l - ' N= 1 
Oriental Semester 
-- -- -- --
3 
-- -- --
3 --
N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
,_ 
Persian Semester 
-- -- -- --
0 
-- -- --
0 
--
N• 1 N• 1 
Course 
-- -- --
~-- -- -- -- -- -- --
Philosophy Semester 7 -- 7 0 7 6 9 17 7 7 
. N• 56 N•202 N• 4 N• 82 N• 4 N• 74 N• 6 N•414 N• 14 
Course 1 
--
1 4 3 
--
1 
--
' 
4 
N• 43 N• 94 N• 2 N• 4 N• 2 N=l43 N• 2 
*Includes Institutions on quarter N credit system converted by two thirds formula. -
.::-
,. 
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TABLE 56·-CONTINUEO 
Cred It IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Pol I sh * Semester 0 -- -- -- -ie -- -- .... 0 --N• 1 •' N• 1 
Course 
-- -- -- --
-- ' -- -- -- ·-
..... 
-· Portuguese Semester 12 ... 0 
--
10 
-- -- --
10 ..... 
N• 3 N• 1 N• 8 N• 12 
Course 0 
-- -- -- -- --
.... 
--
0 
--
N• 1 N• 1 
Rel tgton Semester 5 
--
9 14 8 ' 14 13 19 9 15 
N• 23 N•183 N• 4 N• 191 N• 1 N• 9 N• 1 N•234 N• 6 
Course 1 
--
1 s 0 ..... 
-- --
1 s 
N• 32 N• 77 N• 1 N• 2~ - N•l 11 N• 1 
Russian Semester 6 ..... 8 
--
7 -- 6 9 7 9 
N• 19 N• 17 N• 421 N•2.22 N• 2 N•lOO N• 2 
Course 2 
--
1 
--
3 
-- --
.... 1 
--
N• 24 N• 12 N• 1 N• 37 
'Sanskrit Semester 
-- -- -- --
0 
-- -- --
0 
--
N• 1 N= 1 
Course 
-- -- -- -- -- -- -- -- -- --
*Includes institutions on quarter credit N system converted by two thirds formula. 
-\,M 
TABLE 56·-CONTINUED 
Credit IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA. BS BA BS BA BS 
Scandinavian * O· 0 Semester 
-- --N• 2 N• 2 
Course 0 
-- -- --
0 
N• 1 N= 1 
Slavic Semester ... 12 ... 
--
12 
N= .2 N• 2 
Course 
·- -- -- --
Span tsh Semester 5 18 8 8 10 16 11 17 8 15 
N• 68 N• 1 N•242 N• 3 N•101 N• 1 N•131 N• 8 N=542 N= 13 
Course 2 1 0 4 
--
0 1 0 
N• 40 H• 90 N• 1 N= 3 
-
N• 2 N•l35 N• 1 
Swedish Semester 
-- --
-e 
--
0 
N• 1 N• 1 
Course 
-- -- -- --
Semester 
Course 
*Includes Institutions on quarter credit system converted by two thirds formula. 
-· .... - ··~·· •.•.•• " . ...n.-w;•.M•w ;uw.: .s; g;q .i4suas:: iE!JL t!I . a E£tiii : u 11111111111111 
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TABLE 57 
, 
HUMANITIES MAJOR••FREE ELECTIVES••AVERAGE SEMESTER HOURS ANO COURSES : 
Credit IND. DENOM. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester* 38 
,\ 38 Arable 
-- -- -- --
•' 
-- -- -- --
N• 3 N• 3 
Course 
-- -- --
. --
-- -- -- -- -- --
- 41 41 Bengal t Semester 
-- -- -- -- -- -- --
--
N• 1 . N• 1 
Course 
-- -- -- --
~ 
-- -- -- -- -- --
Chinese Semester 25 
--
31 
--
32 
--
36 
--
32 
--
N• t N• 2 N• 9 N• 2 Na 14 
Course 13 
-- -- -- -- --
-- --
13 
--
N= 2 - N• 2 
Classics Semester 41 
--
36 
--
36 
--
39 35 37 35 
N• 1l N• 43 N= 32 . N• 7 N• 1 N• 93 N• 1 
Course 17 
--
l1 
--
9 -- -- -- 6 --
N• 25 N• 20 N• 1 Na 46 
" 
Czechoslovakian Semester 
-- -- -- --
29 
-- -- --
29 
--
N• 1 N• 1 
Course 
-- -- -- -- --
-- -- -- --· --' 
N 
*Includes Institutions on quarter credit system converted bY two thirds formula. -
...... 
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TABLE 57·-CONTINUED 
Credit IND. DENOM. PUBLIC EHERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Dutch Semester* :~ 
---- -- ·- -- -- -- -- -- --
Course 
-- --
7 
-- -- -- -- --
7 
--
N• 1 N• 1 
-
English Semester 38 13 33 35 32 39 29 29 32 30 
N• 88 N• 2 N•328 N• 5 N•l 16 N• 3 N•162 N• 15 N•694 N• 25 
Course 13 
--
11 3 .. 10 -- 15 -- 11 3 
N• 47 N•lll N• 1 N• 3 N• 2 N•163 N• 1 
French Semester 44 
--
36 38 32 18 34 34 36 33 
N• 71 N•267 N• 4 N•103 N• 2 N•134 N• 9 N•575 Na 15 
Course 13 -- 12 10 12 -- 14 -- 12 10 N• 44 N•107 N• 1 N• 3 - N• 2 N•156 N• 1 
German Semester 45 25 36 18 35 -- 33 31 36 29 
N• 47 N• 1 N•163 N• 1 N• 91 N• 99 N• 7 N•400 N• 9 
Course 13 
--
12 11 13 
-- -- --
12 11 
N• 40 N• 86 N• 2 N• 3 N•129 N• 2 
.· 
Ii reek Semester 338 -- 32 --· 35 -- 36 -- 35 --
N• 1l N• 25 N• 31 N• 4 N• 71 
Course 14 
--
11 9 22 
-- -- --
13 9 
N• 17 N• 14 N• 1 N• t N• 32 N• 1 
NI 
*Includes Institutions on quarter credit system converted by two thirds formula. -00 
. 
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TABLE 57-·CONTINUED 1 
C red It IND. DENOM. PUBLIC EMERG. PUBLIC All INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Hebrew Semester * 34 -- 29 -- 36 ),.; -- -- -- 35 --N• 2 N• 1 N• 6' N• 9 
Course 
-- -- -- -- -- -- -- -- -- --
-Hindi Semester 
-- -- -- --
37 
-- -- --
37 --
N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
' 
I ta 11 an Semester 50 
--
35 
--
40 .. 
--
37 
--
Z. t 
--
N• 9 N• 8 N• 26· Na 3 N• Z.6 
Course 1 I 
--
17 -- 9 -- -- -- 11 --
N• 12 N• 2 N• 1 - N= 15 
Japanese Semester 39 -- 38 -- 33 -- -- -- 35 --N• 1 N• 1 N• 7 1;Y-- N• 9 
Course 
-- -- -- -- -- -- -- -- -- --
.Jud lac Semester 56 
-- -- -- -- -- -- --
56 
--
N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
' 
N 
*Includes institutions on quarter credit system converted by two th I rds formula. -\D 
. 
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TABLE 57--cmtrlNUED 
Credit IND. DENOH. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester* 38 36 46 ... 32 37 35 39 Latin 
--
35' 
--
N• 13 N•556 N• 1 N• 40 N• 26 N• 3 N=135 N• 4 
Course 15 
--
10 9 22 -- -- -- 12 9 
N• 16 N• 29 N• 1 N• 1 N• 46 N• 1 
- 50 50 Norwegian Semester 
-- -- -- -- -- --
-- --
N• 2 N• 2 
Course 
-- --
9 
-- -- -- -- --
9 --
·-N• 1 N• 1 
Ort en ta 1 Semester 
-- -- -- --
29 
-- -- --
29 
--N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
.. 
Pers tan Semester 
-- -- -- --
47 
-- -- --
47 
--N• t N• 1 
Course 
-- -- -- -- --
... 
-- -- -- --
.Phi 1 osophy Semester 42 
-- 37 49 36 33 32 33 37 38 N• 56 N•202 N• 4 N• 83 N• 4 N• 74 N• 6 N=414 N• 14 
Course 13 
--
12 8 15 
--
15 
--
12 8 
N• 43 N• 94 N• 2 N• 4 N• 2 N=143 N• 2 
N 
*Includes Institutions on quarter credit system converted by two thirds formula. N 0 
· .. ,~ _... -~ .--... ~~-~-..,,...,...-...,"'-"""""'-• "f"f"J!! ......... """'' .,'"""' »lll!lllll!!!!L!ll!lllMl!llllitulll! ..•111111:.111111s111111;!111Jl•.llllttlll!Ldll .... .
-~ 
TABLE 57·-CONTINUED 
, 
Credit IND. DEN OM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Semester* 
~., .~· 
Polish 49 ' 49 
-- -- -- --
' 
-- -- -- --N• 1 N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
Portuguese 47 - 46 39 42 Semester -- -- -- -- -- --N• 3 . N• 1 N• 8 N• 12 
Course 10 
-- -- -- -- -- -- --
10 
--.-N• 1 N• 1 
Re 1 I gt on Semester 39 -- 33 37 37 35 31 35 34 36 N• 23 N•183 N• 4 N• 19 N• 1 N• 9 N• 1 N•234 N• 6 
Course 133 
--
12 5 14 
-- -- --
13 5 
N• 32 N• 77 N• t N• 2 . N•lll N= 1 
Russ tan Semester 43 -- 38 -- 35 -- 33 66 37 33 N• 19 N• 17 N• 42 -·. N• 22 N• 2 N•lOO N= 2 
Course 12 -- 13 -- 9 -- -- -- 12 --
N• 24 N• 12 N• 1 N• 37 
Sanskrt t Semester 
-- -- -- --
48 
-- -- --
48 
--
N• 11 N• 11 
Course 
-- -- -- -- -- -- -- -- -- --
"' *Includes Institutions on quarter credit system conv~rted by two thirds formula. N 
-
~,,.~ .. """'" ~":"""'""'-~ "•-.""'°' 
. ·' 
TABLE 57-·CONTINUED 
, 
Credit IND. DENOM. PUBLIC EMERG. PUBLIC ALL INSTIT. 
System BA BS BA BS BA BS BA BS BA BS 
Scandinavian Semester* .... 
-- -- --
37 ;., )~\; 
-- --
.... 37 
--N• 2. N• 2 
Course 12 
-- -- -- -- -- -- --
12 
--N• l N• l 
-Slavic Semester 
-- -- -- --
17 
-- -- --
17 
--N• 2 
-
N= 2 
Course 
-- -- -- -- -- -- -- -- -- --
Spanish Semester lt1 18 36 26 34 18 33 30 36 27 
N• 68 N• 1 N•242 H• 3 N•101 N• t N•131 N• 8 N=5lt2 N• 13 
Course 13 -- 11 10 13 -- 14 ~9 ·l2 to N• 40 N• 90 N• 1 N:a 3 - N• 2 N•135 N= 1 
Swedt sh Semester 
-- -- -- --
47 
-- -- --
47 --
N• t N• 1 
Course 
-- -- -- -- -- -- -- -- -- --
Semester 
Course 
*Includes Institutions on quarter credit system converted by two thirds formula. N N N 
f.-
/ .. · 
223 
generally higher than the average while the Independent institutions are 
generally lower than the average In any major among the four types of institu• 
tions. This picture is repeated within the humanities and social sciences 
major areas also. 
For the most part there is little variation In the directed electives 
In the science areas. A variation of nine credits exists between the lnde• 
pendent schools and the average in the directed electives for the geology 
area, but this ts based only on a population of six instltutto~s. (Table 50) 
In the free eleC:tives (Table 51) there· is.a"not·tceable difference=· fn the free · ·. • 
electives allowed for the ma.themati'cs area In the Independent schools-·15 
credits higher than the average. Overall, the Independent schools tend to 
have less directed electives and more free electives than the average.· Other· 
wise, therelisillttle diversity among the free electives for the various discl• 
pltnes among the four types of institutions In the science area. 
The social sciences as represented tn Tables 52•54 present a situation 
similar to the science areas-·llttle diversity among the types of institutions. 
However, the difference between the Independent schools, and the Emerging Public 
schools In the directed and free electives ts more pronounced. In the free 
electives, the Independent schools range from four to te'n credits above the 
average, white the Emerging Public institutions fall below the average fn 
alt significantly represented areas. (Table 54) In the directed electives 
areas, this situation is reversed. (Table 53) 
The humanities category represents a more varied picture, but nonethe-
less shows little diversity among types of schools. The variation Is fn the 
kinds of subjects offered by the types of Institutions rather than In diversity 
'r . 1-
·. 
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among the four types of Institutions within a single subject. All four kinds 
of schools offer the more standard humanities majors such as English, Spanish, 
French, philosophy, German, and religion, but the Public and Independent 
institutions offer the more exotic majors such as Arable, Bengali, or Hindi. 
These seldom offered majors have been presented so that a total picture of 
diversity can be shown, even though so few schools grant degrees In these areas 
that little valid assessment of diversity among the four types of Institutions 
can be made. 
There is lfttle overall difference among the· four types of Institutions 
In the heavily offered programs like classics, English, French, German, Latin, 
philosophy, religion, Russian, and Spanish In either credits for the major, 
directed electives or free electives. (Tables 55~57) The general pattern 
shown<:in the sciences and the social sciences is continued here, with the 
Independent schools lower than the average In directed electives and higher 
than the average In free electives. The situation ts reversed with the 
Emerging Public Institutions. 
\ GeneraJJy, the schools on the course system represent no difference 
from the schools on the semester or quarter systems. Multiplying the courses 
In a particular category by roughly three and one•thfrd realizes about the 
same distribution as the semester presentation. Though these Institutions have 
changed their type of credit system to a 4-1-4 or 3-3-3 calendar. tt really 
amounts to little more than a reshuffling of credits with different names. 
Another manner of looking at dfverslty in this area fs to compare the 
average credits for the Bachelor of Arts and the Bachelor of Science degree 
programs In each subject area. Though there are differences in ~he dtrected 
·. 
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electives and to some extent in the free electives, the variation between the 
number of credits used for each subject in the Bachelor of Arts and Bachelor 
of Science programs is surprisingly small. The number'of hours required in 
major subjects is generally about the same for both the Bachelor of Arts and 
the Bachelor of Science degrees, less directed electives are required for the 
Bachelor of Arts than the Bachelor of Science, and more free elective room is 
,~ 
\. a11owed in the Bachelor of Arts than the Bachelor of Science. The distinct 
impression received from the comparison Is that there is little meaningful 
··~, 
difference between the structure of the two types of degrees other than the 
Bachelor of Science program is usua11y designated for science majors and the 
Bachelor of Arts for humanities majors in schools where both the Bachelor of 
Arts and Bachelor of Science degree programs are offered. 
The main reason for any difference which does exist between electives 
fn the Bachelor of Arts and Bachelor of Science programs ts that many Bachelor 
of Science programs require less or no foreign language or make lt an option, 
whereas most all Bachelor of Arts programs require some foreign language, or 
at least make it part of a required option. One institution went so far as to 
state tn the Bulletin that either the Bachelor of Arts or Bachelor of Science 
degree would be awarded upon request of the student at graduation. Much of 
the similarity between the two degrees is a product of the change of the former 
teacher colleges tnto regional untversittes. The matn degrees that they origl-
na11y offered were Bachelor of Science degrees in teaching a particular subject 
area. As these institutions formulated Bachelor of Arts programs unconnected 
with teacher education, they developed along the lines of the traditional major 
programs found In the more established liberal arts Institutions., A statement 
·. 226 
from the introduction to the arts and sciences sect1on of the catalogue of a 
former teachers college which has now grown into a large regional university 
ttlustrates the case: 
In a sense, the baste degree offered by the University ts·the Bachelor 
of Science degree. It represents the least restrtcttve program that meets 
the Universlty•s requirements for graduation. In the main, it offers 
the student the most flex1bllity in the use of hts electives and In his 
selection of a major and minor •••• 
When a student says that he wants a "liberal arts" degree, he usually 
refers to a Bachelor of Science degree program. If in addition he wishes 
to complete at least a year of college credit tn a foreign language and 
to elect 75 hours (and usually also his major and minor) In groups I, II, 
and Ill, h~ may Instead select the Bachelor of Arts currtcu1un), as a 
11 1 ibera1 arts*' degree.12 · · 
The Minor 
There ts a diversity in the use of the minor as part of the graduation 
requirement. As Table 58 Indicates, only 212 or 23.7 percent of the 896 Insti-
tutions use the minor, but the range ts from a low of 16 schools (10.5 percent) 
in the Independent group to a high of 69 tnstltutlons (40.8 percent) of the 
Emerging Public Institutions. 
Independent 
N 
(152) 
16 10.5 
TABLE 58 
INSTITUTIONS REQUlRING MINOR 
Denom. Publ le Emerg. Publ le 
N 
(453) 
94 20.8 
N 
(122) 
33 27.0 
N 
(169) 
69 
% 
40.8 
AH Inst it. 
N 
(896) 
212 
% 
23.7 
12 Undergraduate Catalogue, 1970•1971, Eastern Michigan University, LX, 
p. 38. 
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The minor of a particular school was Included in the study only if it 
was required of all students in the school of arts and sciences. If a depart· 
ment recommended a group0of subjects to accompany a particular major, thts was 
not included tn the figures for the minor since it did not affect all students 
equally. There seems to be no consistent use of the minor In colleges and 
universities although Dressel and Delisle Indicate that major requirements are 
often supplemented by cognates or related course requirements, 11 ••• but there 
has been some decrease in the amount and Jn the specification of such require• 
· ments11 since 1957.l:L· 
Individualizing and Integrating learning Experiences 
Certain functions or activities were designated as individualizing or 
integrating experiences because they were sufficiently different than the 
usual courses or activities required for graduation. (Table 59) Some of the 
activities could be performed for credit such as credit by examination or 
field work, while others like comprehensive examinations, required the student 
to assemble his knowledge tn a certain ar.ea. 
Only advanced placement, foreign study, credit by examination, lnde-
pendent study, and honors programs were used by more than one•thlrd of the 
Institutions. There was some diversity In the use of these practices: tn 
forelgn study, 63.2 percent of the Independent schools participated while only 
22.5 percent of the Emerging Pubtlc institutions utitlzed this form of educa't"i( .. .-\ 
tion; credit by examination ranged from 19.7 percent In the Independent schools 
to 57.4 percent In the Public schools; and honors programs were used In 38.4 
13oressel and Delisle, p. 32. 
1 
TABLE 59 
.. 
TYPES OF INDIVIDUALIZING AND INTEGRATING LEARNING EXPERIENCES 
Emerging All 
Independent Denom. :publ le Public Institutions 
Instructional 
Methods N N N :.JN N ( 122) % (453) % (122) % ( 169) % (896) % 
Foreign Study 96 63.2 245 54. 1 45 36.9 38 22.5 424 47.3 
Cre_dt t by Examination 30 19.7 159 35.1 70 5nt.'1 772 4276 331 36.9 
... 
Independent Study 67 44.1 165 36.4 33 21.0 36 21.3 301 33.6 
Honors Program 74 48.7 174 38.4 87 71.3 77 45.6 412 46.0 
Senior Thesis or Project 7 4.6 5 1 • 1 2 1.6 0 o.o 14 1.6 
Special Seminar, Tutorial, 
Coordtnattng Seminars 15 9.9 26 5.7 9 7.4 5 3.0 55 6.1 
Student Designs Own Program 32 21.1 50 11. 0 12 
. 
9.8 2 1. 2 96 10.7 
Senior Comprehensive Exam 17 11.2 57 12.6 5 4.' 3 t .8 82 9.2 
Field Work Experience 19 12.5 41 9.1 5 4.1 6 3~6 71 7.9 
' 
Washington, D.C. Semester 18 11.8 59 13.0 2 1.6 1 o.6 80 8.9 
·• 
United Nations Semester 3 2.0 32 . 7.1 0 o.o 0 o.o 35 3.9 
" 
N 
N 
0) 
'.•:•'. :-.· :>' .. :·, f 
TABLE 59••CONTINUED 
Emergtng Al 1 
Independent Denom. Public Public Institutions 
Instructional 
Methods N N 
,, 
N' N N 
( 122) % (453) % (122) % (169) % (896) % 
Student Initiated Courses 3 2.0 5 1 • 1 3 2.5 0 o.o 11 1.2 
English Proficiency Exam 1 0.7 6 1.3 2 1.6 2 1.2 11 1.2 
Sophomore Vear Comprehensive 
Exam 0 o.o 6 1.3 
<- ~-
1 o.8 1 o.6 8 0.9 
Special Incentive, 0 o.o 0 o.o 1 o.8 0 o.o 1 0.1 
Student Teaches or Assists 
Course 3 2.0 4 0.9 3 2.5 0 o.o to t.1 
Experimental or Subco11ege 3 2.0 3 0.7 t o.a 4 2.4 11 1.2 
Exchange Programs 20 13.2 27 6.0 1 o.8 2 1.2 so s.6 
Special living Experience 4 2.6 4 0.9 1' o.8 0 o.o 9 1.0 
Urban Semester 1 0.7 7 1.5 0 o.o 0 o.o 8 0.9 
.. 
~eadtng or Discussion Program 1 0.7 5 1 • 1 0 o.o 1 o.6 7 o.s 
Course Credit Intensification 1 0.7 1 0.2 0, o.o 0 o.o 2 0.2 
N 
N 
\0 
' 
, 
TABLE 59-·CONTINUED 
Emergf ng A11 
Independent Denom. Public Pub ltc Inst ltut ions 
Instructional 
Methods N N N..:. N N (122) % (453) % (122) % ( 169) % (896) % 
English Composition Taught 
In Different Departments 1 0.1 0 o.o 0 o.o 0 o.o 1 0.1 
Work in College Required 1 0.1 1 0.2 0 o.o 0 o.o 2 0.2 
Senior Project in Lieu · 
Of Senior Courses 1 0.1 0 o.o -~ 0 o.o 0 o.o 1 0.1 
Advanced Placement 110 72.4 294 64.9 88 72.1 76 45.0 568 63.4 
; 
.. 
. 
: 
N 
: 
"" 
' . 
0 
. 
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percent of the Denominational schools in contrast to 71.3 percent in the Public 
institutions. 
The diversity In the use of foreign study programs may be partly 
explained by the economics of the situation. Foreign study programs cost quite 
a bit more In addition to tuition. The students at the Independent institution 
already pay a high tuition and can more readily afford the additional cost of 
a foreign study program. In contrast, students enrolled at the Emerging Public 
institutions are generally attending them because they can afford the lower 
,, tuition •. From ·the institut-ional standpoint, there may-be no need to offer·· 
such a program If students are unable to bear the cost. 
The Independent schools are more heavily involved In many of these 
Individualizing activities than are the other groups. Student designed degree 
programs as well as exchange programs and field work experiences have been 
integrated into programs In the Independent schools to a greater degree than 
In the other three groups of schools. 
finally, the category of "Course Credit Intensification" should be 
explained. Used on 1 y in two schools in the study, the student may have the · 
total number of credits required for graduation reduced if he receives a certal 
number of "A" grades. 
The figures on advanced placement may be somewhat low since many of 
the catalogues did not clearly indfcate whether their "advanced pUcement" 
statement referred to the CEEB Advanced Placement program or their own form 
of advanced placement. These figures represent the schools in the study that 
were listed in the 1971 College Advanced Placement Policies Dtrectory of the 
College Entrance Examination Board. Institutions, though they may award 
·. 
credit under the CEEB advanced placement formula. are not requ.tred to ltst 
themselves Jn this dlrectory.14 
Beyond the Issue of diversity among schools ln their use of these 
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lndtvtdualtztng experiences, it is surprising to see how few schools use any of 
the practices. In an area where schools could distinguish themselves from 
others, and with many examples to choose from, many institutions have not be-
come involved In these programs which might intensify the educational expert-
ence of the f· r students. 
There are some concrete reasons for this situation such as inability to 
adapt effectively certain lndlvidualiztng practices to large numbers of student 
particularly tn the Publfc and Emerging Public institutions, and the problems 
of time and money. Yet a closer examination leads to other conclusions. Only 
two of the programs fit neatly lnto the departmental structure and the reward 
system for faculty promotion. Independent study and honors programs can be 
carried on wlthln the context of the departmental format and allow the faculty 
member to pursue his own Interests as well as that of the student. And as 
Table 59 Indicates, these are two of the most widely offered Integrating 
experiences. 
Interdepartmental Degree Programs 
In an attempt to assess diversity among the four types of schools, each 
lnstltuttons•s offerings were analyzed to determine the extent to which they 
had Involved themselves In Interdepartmental degree programs. For purposes 
·~ . College Advanced Placement Pollcles, 1971 (New York: College 
Entrance Examination Board, 1971), pp. 1·80. 
• .. 
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of this study, an interdepartmental major is defined as a concentration which 
Involves cooperation between two or more of the traditional dlscipltnes to 
integrate knowledge differently than is provided by any one of the contributing 
disciplines. Some of the areas listed in Table 60 have become Institutionalize~ 
to the degree that there now exist Linguistics, Afto•American, and American 
Studies Departments, while others such as environmental studies and earth 
science are just beginning to emerge as programs for integrated study. 
Programs were listed only If the degree was offered in that area. 
Many institutions have area studies programs or groups of courses in the 
classifications listed, but offer them as a sort of minor or emphasis In 
addition to a traditional major. Such programs were not Included in the study. 
Social Science and American Studies programs were the most popalar in 
all the colleges and univer.sittes. The Social Sciences program may not be as 
Innovative as it might seem especially among the Emerging Publtc institutions. 
Frequently, a social science degree is used tn place of a psychology or soct-
ology degree or both. 
The Public institutions with their greater resources offer newer 
programs such as computer science, linquistics, Asian studies, and lnternatlona 
studies. With larger groups of traditional majors in the first place, the 
Public schools have a greater ability to develop interdepartmental programs. 
It ls interesting to note that in eleven of the areas listed, the 
Emerging Public institutions are more heavily lnvolved(;Jn thts type of program• 
ming than the average percentage for all Institutions. This may Indicate that 
developments in new areas are being fostered at these newly arising institution • 
Although it differs little from the path of the Public schools. it. does offer 
4, sµ~;Mt llC!4Ji J ., 2.-.J-~jJjQ (!& 
TABLE 60 
.. 
INTER-DEPARTMENTAL DEGREE* PROGRAMS OFFERED 
' 
Emerging All 
Independent Denom. Public Pub 11 c Institutions 
Degree 
Program N N N N N 
( 152) % (453) % ( 122) % (169) % (896) % 
Social Sciences 22 14.5 100 22.1 24 19.7 55 32.5 201 22.4 
Humanities 12 7.9 28 6.2 11 9.0 15 8.9 66 7.4 
~ 
Science 14 9.2 46 10.2 13 10.7 30 17.8 103 11.5 
I nternat Iona 1 Studies 15 9.9 15 3.3 20 16.4 7 4. 1 57 6.4 
Latin American Studies 14 9.2 15 3.3 21 11.2 23 13.6 73 8.1 
American Studies 34 22.4 42 9.3 22 18.0 23 13.6 121 13.5 
Afro-American Studies 16 10.5 8 t. 8 14 11. 5 17 12.2 55 6.1 
Russian (Slavic) Studies 12 7.9 14 3.0 15 12.3 8 4.7 49 s.5 
Comparative Literature 5 3.3 6 1.3 18 14.8 4 2.4 33 3.7 
Asian Studies 17 11.2 14 3.1 25 20~15 9 6.5 65 7.3 
Lingul st t cs 10'"' 6.6 1 0.2 23 18.9 7 4.1 41 4.6 
N 
w 
J:-
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TABLE 60·-CONTINUED 
.. 
Emerging A 11 
Independent Denom. Pub 11 c Pub 11 c Institutions 
Degree 
Program N N N N N 
( 152) % (453) % (122) % ( 169) % (896) % 
.. 
Biochemistry 6 3.9 8 1.8 9 7.4 1 o.6 24 2.7 
Language (General) s 3.3 20 ~.4 6 4.9 4 2.4 35 3.9 
Computer Science 4 2.6 4 o.s 13 10.7 7 4.1 28 3.1 
·-~' 
Earth Science 5 3.3 s 1 • 1 6 4.9 17 12.2 43 4.8 
General Studies 2 1.3 12 2.6 4 3.3 3 1.8 21 2.3 
Spanlsh•Amertcan Studies 4 2.6 5 1 • 1 8 6.6 4 2.4 21., 2.3 
Geophysics 2 1.3 2 o.4 .7 s.1 3 1.8 14 1.6 
Environmental Studt es 6 3.9 12 2.6 6 4.9 7 4. 1 31 3.5 
• Only programs Jn which the student may major have been Included. 
i 
' 
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some diversity In relation to the Independent and Oenomtnatlonal inst1tuHons. 
Grading Patterns. 
Grading systems, though not Intimately related to the curriculum of 
an institution as the course or the major, have, along with the structure of 
the academtc calendar, become a means to change the student's attf tude toward 
the educational program tn which he ts partlctpatlng. The grading pattern of v 
an institution or group of institutions ts also another lddlcator of diversity. 
The type of gra~lng pattern ts a concern of not only the students but also the 
faculty and administration. 
Because of the alterations which have taken place tn the last five 
years tn grading systems, the "~' grade, for this study, was not assumed to be 
one of the five traditional grading categories, hence the use of four grading 
categories, three grading categories, etc., In the description of grading 
systems. (Table 61) Some of the Institutions have dropped the "F" grade In 
favor of the "NC" or no•cred It grade. 
Another development has been the addition of the Pass/Fail (P/F) or 
Pass/No-Credit (PINC) option to the traditional five grade system or even to 
the new types of grading systems. Dressel and Dellsle's 1967 study indicated 
that 83.5 percent of their 322 school sample had the tradttlonal five grade 
system with no P/F or PINC options and 14.6 percent with these optlons.15:.,As 
the figures In Table 61 show, a complete reversal has begun to take place with 
57 percent of the schools using a traditional system incorporating the P/F or 
P/NC options (first and third categories on the table) and 38.S percent not 
15oresse1 and Delisle, p. 43. 
44 llU'!'f j • J.. 
TABLE 61 
.. 
GRADING PATTERNS* 
P~b 1 i c: Emerging All Independent Denom. Public Institutions 
Categories 
N N N N N ( 140) % (448) % (121) % ( 167) % (876) % 
4 ct'ed it categories• 
F grade• PIF or PINC 60 42.9 201 44.9 85 70.2 70 41.9 416 47.5 
4 credit categories; 
F grade. no P/F or PINC 39 27.9 146 32.6 27 22.3 89 53.3 301 34.4 
4 credit categories, ±, 
F grade, P/F or P/NC 24 17 .1 51 11.4 4 3.3 4 2.4 83 9.5 
4 credit categories, ±, 
F grade. no P/F or PINC 4 2.9 29 6.5 0 o.o 3 1.8 36 4. 1 
4 credit categories. NC or no i 
F grade• PIF or PINC t 0.7 3 0.7 1 o.a 0 o.o 5 o.6 
4 credit categories, NC or no 
F grade, no PIF or PINC 1 0.7 2 o.4 0 o.o 0 o.o 3 0.3 
.. 
' 
3. credit categories, 
F grade, P/F or PINC 3 2. t 4 0.9 2< 1.7 0 o.o 9 J .o 
: ~ 
'•· 
N 
\N 
...., 
TABLE 'J••CONTINUED 
.. 
Emerging A 11 
Independent Denom. Publle Pub t le Institutions 
Categories ~· N N N N 
( 140) % (448) % ( 121) % (167) % (876) % 
3 credit categories, 
F grade, no PIF or PINC .o o.o 0 o.o 0 o.o 0 o.o 0 o.o 
3 credit categories, NC or no 
F grade, PIF or PINC 1 0.7 4 0.9 0 o.o 0 o.o 5 o.6 
-·· 
3 credit categories, NC or no 
F grade, no PIF or PINC 0 o.o 3 0.7 0 o.o 0 o.o 3 0.3 
2 credit categories. 
F grade, PIF or PINC 2 1.4 1 0.2 0 o.o 0 o.o 3 .0.3 
2 credit categories. 
NC, no P/F or PINC 0 o.o 1 0.2 0 o.o 0 o.o 1 0.1 
Student selects from various 
grading systems for al 1 or 
each course 0 o.o 2 o.4 0 o.o 0 o.o 2 0.2 
, 
Written evaluation, only 
"P/F or P/NC or Sat. or . 
UnSat.grades 5 3.6 0 o.o 1 o.a 0 o.o 6 0.7 
--
N 
w 
00 
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TABLE 61-·CONTINUED 
•' 
Emerging A11 
Independent Denom. Pub 1 lc Pub 11 c Institutions 
Categories 
•','"! 
N N N N N 
( 140) % (448) % ( 121) % ( 167) % (876) % 
4 credit categories, no P/F 
or P/NC, but all first and 
second year courses graded 
S or U 0 o.o t 0.2 0 o.o 0 o.o 11 0.1 
Numer•taligrades, P/F 0 o.o 0 o.o --~" 1 o.a 1 o.6 2 0.2 
* . Includes only schools which provided complete statement of grading system. 
' 
! , 
I 
I 
'1 
N 
\N 
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using these options (second and fourth categories on the table). 
The changes Indicated in the present study are substantiated by 
comparison with the 1971 American Association of Collegiate Reglstrarsnand 
Admissions Officers survey of grading practices. looking at alt the grading 
practices in the present study, from four grading categories through two 
grading categories, 521 Institutions or 59.5 percent of the Institutions used 
some form of PJF or PINC on at least a partial basis. These figures compare 
favorably with the AACROA finding that 61 percent of the responding lnstitu-
. ' - . . 16 
tlons used this option In addition to the regular grading system. 
Only 40 of the 896 schools :In the present study use a grading system 
different than the traditional five grade system (four grading categories with 
the °F0 grade). Though In depth ana tys Is of grading systems is not the prime 
intent of this study, one commanding reason for lack of diversity should be 
noted because It related to Warren Bryan Martin's previously mentioned 
commentary on the superinstltutionat .value orientation of most college and 
university faculty--professlonalism. Institutional character is set not so 
much by distinct purposes or goals but by the overarching concept of profes-
sionallsm. The curriculum of the school of arts and sciences is seen as pre-
paration for "professional schools." Even some undergraduate programs. I.e. t 
chemistry, are accredited by an outside professional organization. 
Thus, deviant grading practices may not present the picture destred by 
the professlonaJ or graduate schools. If the gradtng system did not allow the 
16 
Survey of Gradina Poltcles tn Member Institutions (Washington. D.C.: 
American Association of Collegiate Registrars and Admissions Officers, 1971), 
P• t. 
·. 
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student the posslbi1fty of receiving an "F" or "D" grade, how 'could that studen 
be judged against all the other students who had been graded only on a tradt• 
ttonal system? Constraints such as these may not be stated. but are real when 
actual decisions are to be made about changes in grading patterns. 
As the figures indicate. 73.5 percent of the Public group employ the 
P/F or PINC option with the traditional grading system. It does not follow 
the usual pattern seen in the other areas where the Independent group was the 
leader in change. One reason for this difference may be the fact that the 
Public lnstituti'"ons were hardest hit by the wave of student prote~'ts during 
the late 1960 1s. This type of grading option was one of the typical 0 conces-
sions" made by the faculty and administration to student demands. On the 
other hand, the Emerging Public group seems to be the most conservative In 
terms of change In grading practices with 55.t percent rejecting the concept 
of P/F or P/NC options coupled with the traditional grading pattern. 
The Academic Calendar 
Though the predominant academic calendar structure is stilt the semeste 
system (58.3 percent of the institutions), the figures in Table 62 show that a 
larger number of schools use the 4-1-4 system than the quarter system. There 
Is also great diversity in the use of the 4-1-4 calendar as reflected In the 
difference between the number of Independent and Denominational schools versus 
the Public and Emerging Public schools. The Public and Emerging Public lnstltu 
tions are still tied to the semester system and to some extent the quarter 
system. 
This movement from the traditional quarter or semester system does 
TABLE 62 
" 
STRUCTURE OF ACADEMIC CALENDAR* 
. Emerging Al 1 
Independent Denom. ·Publ t c Pub 1 t c Institutions 
Academic 
Calendar N N N N N 
( 152) % (453) % ( 122) % ( 169) % (896) % 
Semester 91 59.8. 237 52.3 86 70.5 108 63.9 522 58.3 
Quarter 9 5.9 33 7.3 34 27.9 52 30.8 128 14.3 
. _ ...,, 
4-1-4 32 21.0 135 29.8 
-- --
1 o.6 168 18.8 
3-3-3 
--- --
20 4.4 2 1 .6 4 2.4 26 2.9 
Trimester (whole year) 1 0.7 4 0.9 
-- --
1 o.6 6 0.7 
3-3-3-3 13 8.6 1 0.2 
-- -- -- --
14 1.6 
4·4-1 4 2.6 7 1.5 
-- --
3 1.8 14 1. 6 
3 quarter-like terms with 
Interim between 2 terms 
-- --
5 1. 1 
-- -- -- --
5 o.6 
'· 
3-2-3 
-- --
1 0.2 
-- -- -- --
1 0.1 
3-3-2 
-- --
1 0.2 
-- -- --
... 1 0.1 
N 
.r:-
N 
. 
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TABLE 62·-CONTINUED 
•' 
Emerging All 
Independent Oenom. Public Pub 1 f c Institutions 
Academtc < 
Calendar N N N N N 
(152) % (453) % ( 122) % (169) % (896) % 
2-2-1-2-2 
-- --
1 0.2 
-- -- -- --
1 0.1 
3!-1-3!·1 
-- --
1 0.2 
-- -- -- --
1 0 •. J, 
t 1 ·4-11-4 (weeks) 
-- --
1 0.2 
-- -- -- --
1 0.1 
15-15-6 (weeks) 
-- --
1 0.2 
-- -- -- --
1 0.1 
8i-8i-Si .... 8!. (weeks) 
-- --
1 0.2 
-- -- -- --
1 o. 1 
16-4-12 {weeks) 
-- --
1 0.2 
-- -- -- --
1 0.1 
2 fifteen week terms but 
courses vary In length 
from 5-10-15 weeks 
-- --
1 0.2 
-- -- -- --
1 0.1 
12·4-6-10 (weeks) 1 0.7 
-- -- -- -- -- --
1 o. 1 
14-9-14 (weeks) 1 0.7 
-- -- -- -- -- --
1 ... 0.1 
* Calendar for regular academic year; does not tnclude terms during summer months unless they 
are integral part of total academic program. 
N 
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indicate a definite attempt by the individual institutions to ~ssess the place 
of the calendar tn the total scheme of learning and to shape the academic 
calendar to provide a better education for the student. Many of the lesser 
used calendars listed function for specific purposes such as adapting to a 
work•study or foreign study oriented curriculum. 
Summary 
The data in this chapter has been gathered to provide an in-depth 
analysis of the·~structure of the arts· and sciences curricula in the United· 
States colleges and un ivers t t les. Spect ftcal ly .• the es sent t al parts of the 
curriculum structure have been explored: 1) the general education core and 
the courses which compose It; 2) the structure of the concentration part of 
the currtculum--the major courses. directed electives, and free electives; 
3) the minor; 4) indtviduallzing and integrating learning experiences; 5) 
interdepartmental degree programs; 6) grading patterns; and 7) the academic 
calendar. 
It was felt that a statistical analysis of the 1970-1971 arts and 
sciences undergraduate currlcula;'.would validate the conclusions drawn from the 
historical examination of the diversity question. The final chapter will 
present the summary and conclusions to be drawn from the historical and statts• 
tical study along with implications and suggestions for future research. 
·. 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
Restatement of the Thesis and Procedures 
The diversity in American higher education has Jong been proclaimed a 
strongpolnt In this country's educational system. However, recent f lnancial 
problems as well as a variety of new needs arising from different kinds of 
college stud~nt~,have called this diversity into question. Do the curricula. 
of this country's arts and sciences colleges provide alternative paths to 
the attainment of a collegiate education or Is all of higher education caught 
up in a homogenization effect? 
To attempt to answer these questions, the development of diversity In 
liberal arts education has been traced to the present. To supplement the 
historical analysts, a descriptive study was devised to classify and statls• 
tfca11y analyze the 1970-1971 structure of the arts and science curricula in 
the four-year colleges and universities In the United States, so that any 
ge-ne·r.a:llzations about the presence or absence of diversity might be viewed 
emp i rt ca 11 y. 
Specifically, this study was designed to examine the following conten• 
tlons about liberal arts curricula: 1) programs continue to be organized along 
traditional subject matter lines; 2) few variations exist in the structure of 
the "general education requirements" or distribution components of the liberal 
arts currl ~ulum; 3) few inst i tut tons have incorporated indlvt dua 11 zing learntn 
experiences for credit Into their curricula; and 4) generally, little diverslt 
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in undergraduate liberal arts and sciences curricula exists between Independent 
Denominational, Established Publtc, and Emerging Public lnstitutions. 1 
To assess the structure of the arts and sciences curricula, 896 
college~ and university catalogues were analyzed and data recorded on a form 
devised for this purpose. The results have been expressed In a comparative 
format according to four types of institutlons--lndependent, Denominational, 
Established Public, and Emerging Publtc·•so that diversity or lack of tt might 
be more easily discerned. 
The fol !owing paragraphs wt 11 summarize the historical and empt rlcal 
analyses of the study and offer direct conclusions. Following that, implf• 
cations of the study will be drawn along wlth suggestions for future research. 
Diversity as Seen tn the Historical Analysis 
There ts no doubt that there was great diversity in the original 
control of the arts and sciences schools which were founded in the United 
States. Each of the religious sects which established an Institution of 
higher education Injected Its own attitudes and beliefs tnto the curriculum of 
the particular school. But disregarding the different religious beliefs, even 
the classical curricula of the seventeenth and eighteenth century Institutions 
were similar because of the pervading influence of the British model. Though 
state institutions began at an early date, they too were influenced by their 
1 Those institutions classified as "public" in the 19.70'!'1971 edition of 
Accredited Institutions of Hlcrher Education were divided into two categories 
for this study-·Established Public and Emerging Public. The Established Public 
Institutions are generally~ state universittes of the states along with 
certain original land grant institutions. The Emerging Public Institutions are 
the members of American Association of State Colleges and Universities, 
generally the former teachers colleges and state colleges. 
f 
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English founding fathers. 
The Idea that a liberal education was necessary for preparation for 
professional study, the Renaissance Ideal of classical studies as necessary 
for gentlemanly education with an emphasis on classical language and literature 
and the religious control over education for sectarian purposes influenced the 
curricula of most all arts and sclences schools until the rise of science after 
the Civil War, and the needs of an expanding nation called for alternatives to 
the classical curriculum. Diversity in the curricula of the colleges founded 
west of the Appalachians prior to the Civil War was also almost non•existent 
because they were founded by the gr,aduates of the colleges of the northeast. 
The curriculum which they formed was what they knew best-·a carbon copy of 
their own religiously based collegiate education. 
While the elective system and the Morrill Land Grant Act opened the 
classical curriculum and extended arts and sciences education to a larger 
audience, other forces were beginning to circumscribe the arts and sciences 
curriculum and influence the scope of Its mission. After the Civtl War, the 
public high school began to take definite form, teaching a more or less uniform 
group of subjects, many of which were dictated by the colleges themselves. On 
the other hand, the rise of science and the research orientation of its prac· 
ti tioners began tocmove undergraduate curricula toward the special i zatton so 
prevalent tn colleges and universities today. Graduate education rose with 
science and promoted the professional nature of its faculty. As more and more 
students attended high school, the colleges, on the one hand, were restricted 
by the quality of students which they attracted from the high schools, while on 
the other hand, the desire for graduate and professional trainln~ by its 
l 
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t 
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students forced the institutions to mold their curricula along the lines 
needed for preparation for graduate or professional schools. 
Though Eliot had caused a reevaluation of the classical curriculum 
through the implementation of the elective system, his Ideas were never fully 
realized in a majority of colleges or universities. After Eliot left the 
presidency of Harvard In 1909, the liberal arts curricular structure as we 
know it today was formulated••distribution requirements, major courses, and 
some electives. This format filled the need to provide some general education 
while allowing the student to concentrate In one area necessary for entrance 
into a graduate program or p~epare 1 for direct entrance into a profession or 
professional school. It also meshed with the faculty reward system that 
developed as the college faculty members moved toward professional status 
themselves. The distribution requirement courses provided training ground for 
the graduate assistant or new young Instructor. As each faculty member devet• 
oped'. hts area of special izatlon, he was able to teach courses fn his area of 
specialization since the major or concentration part of the arts and sciences 
curriculum called for more narrowly defined courses after passing through the 
introductory material. 
The Emerging Public institutions of this study for the most partddevel• 
oped from the normal schools designed to train elementary school teachers and 
later high school teachers. How~ver, as the high schools consolidated their 
curricula. teachers were required to have a four-year college degree. As 
teacher training began to be offered in the larger publfc and independent 
schools, the teachers colleges diversified their own missions. In addition 
to the teacher education programs, they offered liberal arts progr~ms with no 
' 
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teacher education component. Thus, they moved toward the arts and sciences 
model already established in the independent and larger public institutions. 
The final conclusion derived from this historical analysis of the 
structure of arts and sciences curricula and the departmental and faculty pro-
fesslonalism undergirding higher education is that this evolution uniformly 
resulted in relatively little diversity In the structure of the arts and 
sciences curricula in American colleges and universities. 
Diversity In the Curriculum Structure Analysis 
General Education Requirements 
Of the 896 Institutions studied, 90.l percent used the traditional 
distribution "general education requirement" of breadth, in specific areas, 
some specific courses required or choice of courses to fill the total require-
ment, and a minimum number of credits to be taken toccomplete the general 
education program. Diversity among the four types of institutions in this 
category was almost non-existent with a range from BS.8 percent for the 
Denominational schools to 99.4 percent for the Emerging Public Institutions. 
Those few general education programs differing from the norm were found almost 
exclusively among the Independent and Denominational groups. 
The similarity in structure ts further confirmed by the fact that the 
average number of credits needed to fulfill the general education requirements 
for all Institutions was 54.4 credits for Bachelor of Arts programs and 52.6 
credits for the Bachelor of Science programs. The range was from 50.9 credits 
in the Independent group to 56.3 credits In the Denominational group for the 
Bachelor of Arts programs, and from 49.3 credits in the Established Public 
group to 55.7 credits in the Denomlnatlonal schools for the Bachelor of Science 
. 
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programs. The institutions on the course system presented a similar picture 
t·lith an average of 14.1 courses within a range of 13.0 courses for the lnde-
pendent schools to 17.5 courses for the Emerging Public group In the Bachelor 
of Arts programs, and an average of 13.9 courses with a range of 12.0 for the 
Established Public Institutions and 14.1 courses for the Denominational 
schools in the Bachelor of Science programs. 
The course by course analysis of the subjects most often used to fut• 
fill the general education requirement has shown little if any diversity among 
the four types of institutions in both the Bachelor of Arts and Bachelor of 
Science majors. Any diversity among types of Institutions In the use of a 
subject in the general education requirement is more a function of the size of 
the institutions and number of undergraduate and graduate departments in that 
institutional category, rather than a deliberate effort by the institutions in 
a single category to arrive at a different form of general education program. 
Beyond the fact that there Is little diversity among the four groups 
of institutions in the use of specific subjects within the general education 
requirement, another fact becomes immediately apparent, and is repeated in 
other areas of the study. There Is little difference in the use of the sub• 
jects between the Bachelor of Arts and Bachelor of Science degree programs tn 
the arts and science schools~ With the exception of foreign language and 
literature, the use of the subjects specifically covered tn this study were 
used almost Identically within the two types of degree programs. Not only is 
there little diversity between types of Institutions in structure of the 
general education program, but there Is also little difference between the 
general education requirements tn the two types of degrees most commonly 
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offered in the typical arts and sciences college. 
Structure of the Major, Directed Electives, and Free Electives 
As Table 48 illustrates, 98.7 percent of the institutions studied used 
curricula formed about the traditional discipline structure with some Inter• 
disciplinary majors or student designed majors. There Is little difference 
between the four groups of Institutions, although the Independent schools 
moved further toward offering majors In other than tradltlonal dlscipltnes. It 
should be noted that a small number of institutions offered experimental 
~ 
programs of some type within the arts and sciences school, but these degree 
programs affected only a small percentage of the total number of students In 
the particular arts and science school. With only 1.3 percent or 11 institu-
tlons In this study working wlthfn a structure significantly different than 
. 
the traditional model, there could be little chance for diversity on thfs 
score. And, again, the Emerging Publfc Institutions were as much or more like 
the average than the other three groups of Institutions. 
To further substantiate the general findings that there is little 
diversity among institutions In the structure of the major, each Individual 
discipline was analyzed to determine the average number of credits needed to 
fulfill the standard component parts of the structure·-the major courses, the 
directed electives, and the free electives. On the average, the variation In 
a dlsctplfne between one type of institution and another in major courses, 
directed electives, and free electives was no more than two to four credits. 
Where there were some large variations, they took place in categories where the 
population was based on a small number of schools. Little diversity among 
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institutions on the course system existed either, giving credence to the 
contention that much of the soecalled Innovation whtch takes place ts nothing 
more than a reshuffling of credits with different names. 
A further comparison of the difference in the number of credits 
required for the major courses, directed electives, and free electives between 
the Bachelor of Arts and Bachelor of Science programs showed that the differ• 
ences were surprisingly small. Generally, the same number of credits were 
required in the major courses for the Bachelor of Arts and Bachelor of Science 
degrees with less credits required in directed electives f~r the Bachelor.of 
Arts than the Bachelor of Science programs, and more free elective room allowed 
tn the Bachelor of Arts programs than In the Bachelor of Science degree. The 
only real difference seems to be that tradition has assigned the Bachelor of 
Science title to programs In the natura! and physical sciences and the 
Bachelor of Arts title to humanities majors In institutions which offer both 
Bachelor of Arts and Bachelor of Science programs. The social science major 
designations vacilate between the two degree titles with no apparent pattern. 
lndlvtdualtzing and Integrating Learning Experiences 
Certain activities ranging from honors programs to course credit 
intensification programs were designated as sufficiently different from the 
usual requirements for graduation, (Table 59) Only advanced placement, foretg 
study, credit by examination, independent study, and honors programs were used 
by an average of more than one-third of the lnstitutfons studied. Though there 
was some real diversity among types of institutions in the use of these five 
experiences, one ls struck by the fact that few of the schools use any of these 
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individualizing and integrating experiences outside of the five mentioned. 
Interdepartmental Degree Pro~rams 
Each institution's offerimgswere analyzed to determine the extent to 
which they presented degree programs which involved cooperation between two 
or more traditional disciplines. Many institutions offered a minor or group 
of courses in an area like Asian studies, but only those programs which offered 
a degree in the area were used in this study. It was felt that a degree pro• 
gram showed a real commitment to development in the area rather than a listing 
of courses which,happen to be similar tn nature. (Table 60) 
Again there was little diversity among institutions, with the largest 
variation ln the Asian Studies category where only 3.3 percent of the Denomi• 
national schools offered these degree programs compared with 20.5 percent of 
the Established Public institutions. Overall, the differences seemed to be 
a function of the total resources of the institutions rather than any effort 
to provide diversity in programming. The Established Public institutions are 
larger and more readily can bring the necessary forces together to establish 
Interdepartmental programs. 
The Academic Calendar 
The analysis of the academic calendar indicated that little diversity 
existed between those institutions in each group that used the semester system. 
(Table 62} However, a significantly larger number of Established Public and 
Emerging Public institutions used the quarter system than did the Independent 
and Denominational schools. On the1,other hand, many mor.e Denominational and 
Independent schools were involved tn the 4-1-4 calendar than were the 
-. 
Established Public and Emerging Publ le ins ti tut,tons. The use of other calendar 
was so small that no meaningful comparison could be made. 
Final Conclusion 
The evidence in this study substantiates the primary thesis and its 
corollaries: that little diversity exists in the structure of the Bachelor 
of Arts and Bachelor of Science undergraduate arts and sciences currfcula in 
arts and sciences colleges in the United States. 
Implications of the Study 
In tbe opening sentences ofi this study it was stated that "diversity 
in American higher education" has always been set forth as one of the pillars 
in the framework of our educational system, but that dlversitylls seldom 
explored for lts real meaning. A central theme of this study has been that a 
clearer understanding of the nature of diversity would give educational insti-
tutions a proper perspective In which to plan educational change. 
Diversity of curricula in undergraduate arts and sciences schools was 
chosen as a basts for analysis since differences In what was taught and the 
manner in which the material was organized would be essential to any definition 
of diversity among institutions. Finally, it was hoped that the results would 
shed light on the meaning and thrust of public statements made in behalf of 
the preservation of diversity in higher education. When spokesmen for higher 
education speak of the possible elimination of diversity tn American higher 
education, it is often dlfftcult to discern what diversity or pluralism wilt 
become ext<lnct. 
The hlstorlcal chapters of thls study clearly pointed to·the diversity 
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ln control of the institutions which launched the educational system of this 
country. Some were state controlled while the majority were Initially affil-
iated with a religious denomination. But diversity through control may not be 
enough today to justify the existence of institutions of higher education. 
Certainly the development of the arts and sciences curriculum from the classica 
form to the distribution and concentration framework In the 1970's as pre-
sented In this study does not lead one to a conclusion that significant 
curricular diversity exists in undergraduate arts and sciences programs, 
regardless of origin or control. 
The real issue Is not whet~er diversity in higher education must be 
preserved, but whether or not concern for diversity is a false issue, placing 
obstacles In the path toward necessary change and effectiveness of the·present 
efforts In higher education. Because the general public, particularly the 
taxpayers of each state, must pay the bill to provide needed support for both 
private and public education, they must understand clearly that the students 
needs are being effectively and efficiently served by both private and public 
institutions. 
Well-founded attempts to change curricula and thus provide diversity 
in higher education will take both faculty and student effort, but money will 
also be an essential Ingredient. The spectre of rising costs, decreased 
appropriations from legislatures, unfavorable court decisions for private 
education. and stabilization of enrollments in the next fifteen years do not 
bode well for curricular experimentation. In all kinds of institutions, the 
priorities will take their toll. How important ts a change in undergraduate 
general education programming when a new addition to the medical center hospita 
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must be constructed to take the volume of patients needing care? When. the 
state funding formula allots only three new faculty positions to the liberal 
arts college. should one of them be a new director of an equal opportunity 
program or a professor for the psychology department which has been sorely 
understaffed for the last three years? 
These are real questions which are now being asked with increasing 
frequency because of scrutiny byvboth legislatures and boards of trustees who 
must justify to their respective publics the educational output of the parti-
cular institution. In spite of this, institutions of higher education continue 
to wander about In Rlesman 1 s snakelike procession doing nothing more than 
reshuffling old courses to reflect the power of new areas within the college or 
the discipline, rather than making penetrating investigations of the currtcutum-
of the fnstitution and the manner in which It ts serving the needs of the type 
of students attending the instJiution. 
The reality of the 1970 1s may be that there will not be enough money 
available for education to preserve diversity for dtversity•s sake. There is 
no doubt that private Jnstltutions must not become servants only of the more 
wealthy, but in their appeals for support, vague statements about the preser• 
vation of diversity will not suffice. It Is important that proponents of the 
preservation of private higher education state exactly what the nature of that 
diversity is, and why it is worth preserving. 
In the 1970 1s diversity through change in undergraduate curricula may 
be more dtfficu1t to secure than ts indicated by the more optimistic reports of 
innovation in higher education. Warren Bryan Martin points out that public 
reaction to student demonstrations, faculty liberalism, and administrative 
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confusion has blunted institutional growth. "Accountability and economy 
rather than daring and differentiation emerged as key words." Changes have 
come in the form of faculty evaluation. or curricular and governance inno· 
vations for stabilization. Faculty are becoming more union conscious. Trustee 
have become management oriented and students have become passive again. Martin 
states: 
The ]O's will be different, all right, but not in the ways we predicted. 
The emerging configuration seems likely to feature those who want inno• 
vations defined as new means to established ends~ Reforms may be 
tolerated but there will be no wholesale change •. 
Suggestions for Future Research 
If little change In undergraduate education is predicted. If there is 
presently little diversity in undergraduate arts and sciences curricula, and 
if the faculty and students seem to be faltly happy with the status quo for 
whatever reasons, it seems clear that one course of action is essential. Those 
Involved with the formation of American higher education must be less concerned 
with preserving institutional differences and more Interested In guaranteeing 
that the needs of the different types of students attending all Institutions, 
private or public, are being best served by the resources which each institu-
tion has and will bring to bear in the future. 
K. Patricia Cross has drawn from data on over 125.000 high school 
seniors a picture of the "new student" who wttl be coming fnto institutions of 
higher education fn the next ten to fifteen years •. This student wtlt not be 
2
warren Bryan Martin, "Essay Review of Academic Values and Mass Edu-
cation: The Early Years of Oakland and Montieth by David Riesman. Joseph 
Garfield t and Zelda Gamson, ii Harvard Education Review, XXXX I (November, 1971 ) , 
569-570. 
-. 258 
from the top quarter of his graduating class, but rather the student scoring 
in the lower third on traditional tests of academic ability. Teaching this 
student will require an unusual adjustment by the present administrators and 
faculty steeped in the traditional views of what students must know to be 
111 tbera1 ly11 educated.3 
This great egalitarian movement alone, regardless of the other social 
and financial problems confronting colleges and universities today, should 
cause them to be concerned less with imltatlon of "fnnovative" programs, and 
more with evaluation of the effectiveness of the programming which is presently 
being carried on at the institutions. The great diversity today lies In the 
students who are enrolling in institutions rather than in the programs offered 
by the institutions. 
While one college may award the Bachelor of Arts degree to a graduating 
class which averaged in the top five percent of its hlgh school graduating clas 
to rank and ability, another lnstttutton is awarding that same degree to a 
class wh.tch averaged in the bottom twenty percent of Its high school graduating 
It 
class In rank and scores on tradt t1ona1 tests of academic abll lty. Some 
Institutions serve a never-ending stream of students who are the first gener-
atlon to go to college, whtle other schools enroll students whose fami Hes 
played a part tn setting the American values which are being taught to these 
first generation college students. 
3K. Patricia Cross, Beyond the Open Door (San Francisco: Jossey•Bass 
Inc., 1971), PP• 11-16. 
4Lewis B. Mayhew and Patrick J. Ford, Changing the Curriculum (San 
Franct sco: Jossey-Bass Inc.• 1971) • P• 170. 
:.. 
·. 
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Even if the institutions studied were more diverse in their curricular 
practices and did less imitating of what seems to be a good thing at the next 
college, fresh new approaches in themselves might not deal with the "new 
students" who American education will be educating in the next ten years. 
Dressel states: 
Changes 1n requirements, changes in grading practices, freshmen seminars 
independent study, or alterations in the calendars are often introduced 
into or grafted onto a program without rethinking the totality of the 
educational experience and without real!y modifying the views or the 
instructional practices of the faculty. 
There is no doubt that "innovation" in higher education must continue. 
But there seems little need for those w~o guide higher education to continue 
to address themselves to·a vaguely defined diversity Issue, when, in fact, 
little diversity In curricular structure exists, and when the very nat~re of 
the higher education Institutional structure as well as faculty value ortenta-
tion often work counter to change. 
More research must be devoted by each Institution toward analyzing the 
type of students they are recruiting or attracting, depending on the admissions 
policies of the particular Institution, and then to evaluation of the impact 
which the institution feels that It is making on those students. Such studies 
keep alive constant questioning of the objectives of the Institution and 
whether or not those purposes are being fulfilled. 
Longitudinal studies which attempt to identify the major characteristic 
that the college alms to impart to its students combined with comparative 
SPaul l. Dressel, "The Problems of Evaluation,11 Jn The New Colleges: 
Toward An Appraisal, ed. by Paul L. Dressel (The American College Testing 
Program and the American Association for Higher Education, 1971), p. 1. 
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research about the "ideal student" and their "less ideal" peers w111 enable the 
institution to assess the educational change which ts actually taking place and 
to develop programs geared to the types of students which the Institution 
attracts and the kinds of change which can feasibly be accomplished, 
Arthur Chickering In his essay on evaluation of educational objectjves 
and outcomes suggests a most essential focus for future efforts in higher 
education. 
Student change, therefore, and Its relationships to Institutional prac• 
tices and conditions, Is the primary criterion for Institutional effec-
tiveness and social contribution. · 
Because large numbers of students require postsecondary education, 
numerous institutions are needed, many of which will serve similar pur· 
poses. It is not necessary that each institution be unlike all the 
others. Each college need not be 11distlnctlve11 to survive, but6clear stipulation of purposes and effective performance are required, 
6Arthur Chickering, "Research For Actton, 11 In The New Colleges: Toward 
An Appraisal, ed. by Paul L. Dressel (The American College Testing Program and 
the American Association for Higher Education, 1971), p. 30. 
·. 
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APPENDIX A 
• Institutions Studied 
Independent 
Adelphi University 
Alfred University 
Alliance College 
American International Colleges 
Amhurst College 
Antioch College 
As· bury Co 11 ege 
Azusa Pacific College 
Bard College 
Barnard College 
Bates College 
Be Joi t College 
Bennington College 
Berea College 
Berry College 
Bfola College 
Bowdoin College 
Bradley University 
Brenau College 
Briarcliff College 
Bridgeport, University of 
Bryan College 
Bryn Mawr College 
Buchne 11 Un 4·ve rs i ty 
Butler University 
Carnegie-Mellon University 
Case Western Reserve University 
Chicago, University of 
Chatham College 
Claremont Men's College 
Clark University 
Colby College 
Colgate University 
Cornell University 
C.W. Post College 
Dartmouth College 
Detroit Institute of Technology 
Fairleigh-Dickinson University 
Finch College 
Fisk University 
Franklin Pierce College 
Gallaudet College 
George Peabody Col.lege 
George Washington University 
Goddard Co 11 ege 
Gordon College 
Goucher Co 11 ege 
Grinnell College 
Hamilton College 
Hampton Institute 
Hartford, University of 
Hartwick College 
Harvard University 
Hillsdale College 
Hobart and William Smtth College 
Hofstra Untversity 
Ho 11 ins Co 11 ege 
Howard University 
Illinois Institute of Technology 
Jacksonville University 
John Brown University 
Johns Hopkins University 
Kings College, The 
Knox Co 11 ege 
lake Erle College 
lander College 
limestone College 
Lincoln Memorial University 
Lincoln Untverstty 
Marietta College 
Marlboro College 
Mary Washington College of 
University of Virginia 
Miami, University of 
Middlebury College 
Milligan College 
Milton Co 11 ege 
Monmouth College 
Morehouse College 
Morris Harvey College 
Mount Holyoke College 
Nasson Col 1ege 
New College 
New England College 
New Haven, University of 
New York University 
Northeastern University 
Northwestern University 
Oberlin College 
Pace Co 1 lege 
Parsons Co1 lege 
PMC College 
Point Park College 
Pomona College 
Portland, University of 
Princeton University 
Qulnnipiac College 
Reed Co 1 1 ege 
RI ce Un i ve rs t ty-
R i cke r College 
Rio Grande College 
Rt pon Co 1 lege 
Roberts Wesleyan College 
Rochester, University of 
Rollins College 
Roosevelt University 
Russell Sage College 
St. John's College 
St. Lawrence University 
Salem College 
Scripps College 
Shimer College 
Simmons College 
Skidmore College 
Smith College 
Southern California, University of 
Spelman College 
Springfield College 
Stephens College 
Stratford College 
Swathmore College 
Sweet Briar College 
Syracuse University 
Tampa, University of 
Taylor University 
Temple Buell College 
Temple University 
Trinity College 
Tufts University 
Tuskegee Institute 
Wellesley College 
We 11s Co 11 ege , 
Wesleyan University 
Western College, The 
Western New England College 
Westmont College 
Wheaton College (111.) 
Wheaton College (Mass,) 
Whitman College 
WI 1 kes Co 1 lege 
Un Ion College 
Upper Iowa College 
Vanderbilt University 
Vassar College 
Yale College 
Wabash Co 11 ege 
Washington College 
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Washington and Lee University 
Washington University 
Webster College 
Williams College 
Wt ndham Co 11 ege 
.. 
Denominational 
Abilene Christian College 
Adrian College 
Agnes Scott College 
Alacha Methodist College 
Albertus Magnus College 
Alblon College 
Albright College 
Albuquerque, University of 
Alderson-Broaddus College 
Allegheny College 
Alma College 
Anderson College 
Andrews Universlty 
Anna Marta College 
Annhurst College 
Arkansas College 
Ashland College 
Assumption College 
·Athens College 
Atlantic Union College 
Augsburg College 
Augustana College (111.) 
Augustana College (s.o.) 
Aurora College 
Austln College 
Averett College 
Avl la College 
Baker University 
Baldwin-Wallace College 
Barat College 
Baylor University 
Beaver College 
Belhaven College 
Bellarmtne-Ursultne College 
Belmont Abbey College 
Belmont College 
Benedict College 
Bennett College 
·eethany Bible College 
Bethany College (Kans.) 
Bethany College (W. Va.) 
Bethany Nazarene College 
Bethel College (Kans.) 
Bethel College (Tenn.) 
Bethune-Cookman College 
Blrmingham•Southern College 
Biscayne College 
Blackburn College 
Bloomfield College 
Bluffton College 
Brescia College 
Briar Cliff College 
Bridgewater College 
Brigham Young University 
Buena Vista College 
Caldwell College 
Cal ifornta Baptist College 
California Lutheran College 
Calvin College 
Campbell College 
· · Cants i us ·co 11 ege 
Capital University 
Cardinal Cushing College 
Carlow Co 1 lege 
Carroll College (Mon.) 
Carroll College (Wisc.) 
Carson-Newman College 
Carthage College 
Catawba College 
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Catholic University of America, 
The 
Cedar Crest College 
Centenary College 
Central College 
Central Methodist College 
Centre College 
Chaminade College 
Chapman College 
Chestnut Hill College 
Claflin College 
Clark College 
Clarke College 
Coe Co 1 lege 
Columbia College 
Concordia College 
Corpus Christi, University of 
Creighton University 
Culver-Stockton College 
Cumberland College 
Dallas, University of 
Dana Co 11 ege 
David Lipscomb College 
Davis and Elkins College 
Dayton, University of 
De Paul University 
De Pau~ University 
Defiance College 
Denison University 
Denver, University of 
Dickinson College 
Divine Word College 
Dominican College (Cal.) 
Dominican College (Tex.) 
Dordt College 
Drew University 
Drury College 
Dubuque, University of 
Duke University 
Duns Scotus College 
Earlham College 
East Texas Baptist College 
Eastern Baptist College 
Eastern Mennonite College 
Eastern Nazarene College 
Edgecliff College 
Elizabethtown College 
Elmhurst College 
Eton College 
Emmanuel College 
Emory College 
Emory and Henry College 
Erskine College 
Eureka College 
Evange 1 Co 11 ege 
Evansvi Jle, University of 
Findlay College 
Florida Memorial College 
Florida Presbyterian 
Florida Southern College 
Fontbonne College 
Franklin College 
Franklin and Marshall College 
Friends University 
Furman University 
Gannon College 
Geneva Co 11 ege 
George Fox College 
Georgetown College 
Georgian Court College 
Gettysburg College 
Gonzaga University · 
Goshen College 
Grand Canyon College 
Great Falls, College of 
Greensboro College 
Greenville College 
Grove City College 
Guilford College 
Gustavus Adolphus College 
Gwynedd•Hercy College 
Hampden•sydney College 
Harding College 
Hastings College 
Haverford College 
Heidelberg College 
High Point College 
Hi ram College 
Holy Cross, College of the 
Holy Family College (Pa.) 
Holy Family College (Wiscl) 
Hood College 
Hope College 
Houston Baptist College 
Houghton College 
Howard Payne College 
Huntingdon College 
Huron Co 11 ege 
Huston•Ttllotson College 
Idaho. The College of 
llltnois Benedictine College 
111 inots College 
llllnols Wesleyan University 
lmmaculata College 
Immaculate Heart College 
Incarnate Word College 
Indiana Central College 
Iona College 
Iowa Wesleyan College 
John Carroll University 
Johnson c. Smith University 
Judson College 
Juniata College 
Kalamazoo College 
Kansas Wesleyan University 
Kentucky Wesleyan College 
King College 
Kings College 
Knoxville College 
La~Grange College 
La Verne College 
Ladycliff College 
Lafayette College· 
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·. 
lake Forest College 
Lakeland College 
lane Co 11 ege 
le Hoyne College 
le Moyne-Owen College 
Lebanon Valley College 
Lee College 
Lenoir Rhyne College 
Lewis and Clark College 
llndenwood Colleges, The 
linfleld College 
Livingstone College 
Loras Cot lege 
Loretto Heights College 
Louisiana College 
Loyola College 
Loyola University (La.) 
Loyola University of Chicago 
Loyola University of Los Angeles 
Luther College 
Lycoming College 
Lynchburg College 
Macalaster College 
McKendree College 
MacHurray College 
McPherson College 
Madonna Co 11 ege 
Malone College 
Manchester College 
Manhattan College 
Harian College 
Marl an Co 11 ege of Fond du Lac 
Harton College 
Marl st Cot lege 
Marquette University 
Mars Hill College 
Mary Baldwin College 
Mary Co 11 ege 
Mary Manse College 
Marygrove College 
Maryhurst College 
Maryknolt College 
Marymount Cot lege (Cal.) 
Marymount College (Kans.) 
Harymount College (N.Y.) 
Marymount Manhattan College 
Maryville College 
Marywood College 
Mercer University 
MercyrCot lege 
Merrimack College 
Messiah College 
Methodist College 
Midland Lutheran College 
Millikin University 
Millsaps College 
Mlsertcordla, College 
Mississippi College 
Missouri Valley College 
Monmouth College 
Moravian College 
Morningside College 
Morris Brown College 
Mount Marty College 
Mount Mary College 
Mount Mercy College 
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Mount St.- Joseph on the Ohio, 
College of 
Mount Saint Mary College 
Mount St. Mary's College in 
Los Angeles 
Mount Saint Mary's College 
Mount St. Scholastica College 
Mt. Saint Vincent, College of 
Mount Union College 
Muhlenberg College 
Nazareth College (Mich.) 
Nazareth College ~N. Y .) 
New Rochelle, College of 
Newberry College 
Newton College of the Sacred 
Heart 
Niagara University 
North Carolina Wesleyan College 
North Central College 
North Park College 
Northland College 
Northwest Nazarene College 
Notre Dame, College of 
Notre Dame of Maryland, College 
of 
Notre Dame, University of 
Notre Dame College (Mo.) 
Notre Dame College (Ohio) 
Nyack Missionary College 
Oakwood College 
Occidental College 
Ohio Dominican College 
-. 
Ohio Northern University 
Ohio Wesleyan University 
Oklahoma Christian College 
Oklahoma City University 
01 ivet College 
Olivet Nazarene College 
Ottawa University 
Otterbein College 
Ouach I ta Baptist Un lve rs tty 
Our Lady of the lake Co 11 ege 
Ozarks, The College of the 
Ozarks, School of the 
Pacific Lutheran Univecslty 
Pacific Union College 
Pacific University 
Paine College · 
Park Co 1 t ege 
Pasadena College 
Pepperdine College 
Pfeiffer College 
Philander Smith College 
Piedmont College 
Pikeville College 
Principia College 
Providence College 
Puget Sound, University of 
Queens College 
Quincy College 
Rando~ph·Macon College 
Redlands, University of 
Regis College (Colo.) 
Regis College (Mass.) 
Rivier College 
Roanoke Co 11 ege 
Rocky Mountain College 
Rosary Hill College 
Rosemont College 
Sacred Heart College (Kans.) 
Sacred Heart College (N.C,) 
Sacred Heart Seminary 
Sacred Heart University 
St. Ambrose College 
St. Andrews Presbyterian 
Col Jege 
Saint Anselm's College 
St. Augustine's College 
St. Benedict, College of 
St. Benedict's College 
St. Bernard College 
St. Bonaventure University 
St. Catherine, College of 
Saint Edward's University 
St. Elizabeth, College of 
Saint Francis College (Ind.) 
Saint Francis College (Me.) 
St. Francis College (N.V.) 
Saint Francis College (Pa.) 
St. John Fisher College 
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St. John's University (Minn.) 
St. John's University (N.Y.) 
St. Joseph College 
St. Joseph~s College (Ind.) 
St. Joseph's College (He.) 
St. Joseph's College (N.V.) 
Saint Joseph's College (Pa.) 
Saint Leo College 
Saint louts University 
Saint Martin's College 
Saint Mary, College of 
St. Mary College 
Saint Mary of the Plains 
Saint Mary-of-the-Woods. College · 
St. Mary's College (Cal.) 
Saint Mary's College (Minn.) 
St. Mary's University 
Saint Melnrad College 
Saint Michael's College 
St. Norbert College 
St. Olaf College 
Saint Paul 1s College 
St. Peter's College 
St. Rose, College of 
St. Scholastlca, College of 
St. Thomas, College of 
St. Thomas, University of 
St. Teresa, College of 
Saint Vincent College 
Saint Xavier College 
Salem College 
Salve Regina College 
San Diego, University of 
San Francisco, University of 
Santa Clara, University of 
Santa Fe, College of 
Scranton, University of 
Seattle Pacific College 
Seton Hall University 
Seton Hil 1 
·. 
Shorter College 
S I ena Co 11 ege 
Simpson College 
Sioux Falls College 
South, University of the 
Southern Methodist University 
Southwestern College 
Southwestern at Memphis 
Spalding College 
Spring Arbor College 
Spring Hill College 
Sterling College 
Stetson University 
Steubenville, The College of 
Stillman College 
Stonehi11 College 
Susquehana University 
Tabor College 
Talladega College 
Tarkio College 
Tennessee Wesleyan College 
Texas Lutheran College 
Texas Wesleyan College 
Thiel College 
Thomas Hore College 
Ti ft Co 1 lege 
Tougaloo College 
Tr.ansylvania University 
Trevecca Nazarene College 
Trinity College (o.c.) 
Trinity College (111.) 
Trinity College (Vt.) 
Trinity University 
Tulsa, University of 
Tusculum College 
Un ion Co 11 ege 
Upsala College 
Ursinus College 
Valparaiso University 
Villa Maria College 
Virginia Union· University 
Vt terbo College 
Wagner College 
Walla Walla College 
Walsh College 
Warren Wilson College 
Wartburg College 
Wayland Baptist College 
Waynesburg College 
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•. 
Wesleyan College 
West Virginia Wesleyan College 
Western Maryland College 
Westhampton College of the 
University of Richmond 
Westmar College 
Westminster College (Mo.) 
Westminster College (Pa.) 
Westminster College (Utah) 
Wheeling College 
Whitworth College 
Wilberforce University. 
Wtlamette University 
William Carey College 
William Jewell College 
William PennCCollege 
Wilmington College 
W ii son Co 11 ege 
Wittenberg University 
Wofford College 
Wooster,CCollege of 
Xavier University 
Yankton College 
Yeshiva University 
·. 
Established Public 
Alabama, Unlverstty of 
Arizona, University of 
Arizona State University 
Arkansas, Unlversity of 
Auburn University 
Brooklyn College 
California, University of 
Berkeley 
Irvine 
Los Angeles 
Riverside 
s San Diego 
Santa Barbara 
Santa Cruz 
Cl tadel, The . 
Clemson University 
Colorado, University of 
Boulder 
Colorado Springs 
Connecticut, University of 
Delaware, University of 
Delaware State College 
Fl Int College 
Florida Atlantic University 
Florida State University 
ForttVa 1 ley State College 
Georgia, University of 
Georgia Southwestern College 
Glenville State College 
Hawaii, University of 
Herbert H. Lehman College 
Hunter College 
Illinois, University of 
Champaign 
Chicago Circle 
Indiana University 
Bloomington 
Ft. Wayne 
Northwest 
South Bend 
Southeast 
Iowa, University of 
Iowa State University 
Jacksonville State University 
Kansas, University of 
Kansas State University 
Kent State University 
Kentucky, University of 
Kentucky State College 
Langston University 
Louisiana State University 
Baton Rouge 
New Orleans 
Louisville, University of 
Maine, University of 
Maryland, University of 
Maryland State College 
Miami University 
Michigan State University 
Minnesota, University of 
Duluth 
·:,-.Morris 
Minneapolis 
Mississippi, University of 
Mississippi State University 
Missouri, University of 
Kansas City 
Rolla 
St. Louts 
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Montana State University 
Nebraska, University of (Omaha) 
Nevada, University of 
New Mexico, University of 
New Mexico Highlands University 
New Mexico State University 
North Carolina, University of 
Asheville 
Charlotte 
Chapel Hil 1 
Greensboro 
Wilmington 
North Carolina State University 
North Dakota, University of 
North Dakota State University 
Northeastern State College 
Ohio State University 
Oklahoma, University of 
Oklahoma Panhandle StateCGol~ege 
Oklahoma State University 
Oregon, University of 
Oregon State University 
Pan American University 
Paterson State College 
Pennsylvania, Uniyersity of 
Pennsylvania State University 
Purdue University 
Calumet 
Fort Wayne 
Indianapolis 
Queens Co 1 lege 
Rhode Island, University of 
Rutgers University 
Sam Houston State University 
San Francisco State College 
South Carolina. University of 
South Carolina State College 
South Dakota, University of 
Southeast Missouri State College 
Southern llltnois University 
State University of New York 
Buffalo 
Stony Brook 
Sul Ross State University 
Tarleton State College 
Tennessee, University of 
Tennessee State University 
Texas. University of (El Paso) 
Texas Agricultural and 
Mechanical University 
Texas Tech University 
Utah, University of 
Utah State University 
Vermont. University of 
Virginia. University of 
Virginia Polytechnic Institute 
Washington, University of 
Washington State University 
West Virginia University 
William and Mary, College of 
Winthrop Co11ege 
Wisconsin, University of 
Madison 
:' Milwaukee 
Wyoming, University 
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·. 
Emerging Publ le 
Adams State College 
Akron. University of 
Alcorn Agricultural and 
Mechanical College 
Angelo State University 
Appalachian State University 
Arkansas A & M College 
Arkansas Polytechnic College 
Arkansas State University 
Armstrong State College 
Augusta College 
Austin Peay State College 
Ball State University 
Bemidji State College 
Black Hills State College 
Bloomsberg State College 
Boise State College 
Bridgewater State College 
California State College 
Fullerton 
Long Beach 
Los Angeles 
San Bernadlno 
California State Polytechnic 
College 
Castleton State College 
Central Connecticut State 
College 
Centra 1 Mi ssourf State College 
Central Washington State 
College 
Chadron State College 
Charleston, College of 
Chico State College 
Clarion State College 
Cleveland State University 
Columbus College 
Concord Co 11 ege 
Coppin State College 
Dakota State College 
Dickinson State College 
Dcniinquez Ht 11 s Co 11 ege 
East Carolina University 
East Central State College 
East Stroudsburg State College 
East Tennessee State University 
Eastern Connecticut State College 
Eastern Illinois University 
Eastern Kentucky University 
Eastern Michigan University 
Eastern Montana College 
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Eastern New Mexico University 
Eastern Washington State College 
Edinboro State College 
Fayetteville State University 
Florence State University 
Florida Agricultural and 
Mechanical University 
Fort Hays State College 
Fort Lewls College 
Georgia College 
Georgia Southern College 
Glassboro State College 
Grambling College 
Grand Valley State College 
Henderson State College 
Humboldt State College 
Illinois State University 
Indiana State University 
Indiana University of Pennsyl~:n 
vania 
Jackson State College 
Kearney State College 
Keene State College 
Lake Superior State College 
Lamar State College of 
Technology 
Livingston University 
Lock Haven State College 
Loutsiana Polytechnic Institute 
Lowell State College 
Lyndon State College 
Madison College 
Maine, University of 
Mankato State College 
Mansfield State College 
Marshall University 
McNeese State University 
Memphis State University 
Midwestern University 
Millersville State College 
Minot State College 
Mississippi State College 
for Women · 
·. 
Mississippi Valley State College 
Missouri Southern College 
Montclair State College 
Montevallo, University of 
Moorhead State College 
Morehead State University 
Morgan State College , 
Hurray State University 
Nevada, University of 
North Carolina Central 
Un ivers tty 
Northeast Louisiana University 
Northeastern Illinois State 
College 
Northern Arizona University 
Northern Colorado, University of 
Northern Illinois University 
Northern Iowa, University of 
Northern Michigan University 
Northern Montana College 
Northern State College 
Northwes.t Missouri State 
College 
Northwestern State College 
(Cal.) 
Northwestern State College 
(Ok la.) 
Oakland University 
Old Dominion University 
Plymouth State College 
Portland State University 
Radford Co 11 ege 
Saginaw Valley College 
Saint Cloud State College 
San Diego State College 
San Fernando Valley State 
College 
San Jose State College 
Savannah State College 
Shepherd College 
Shippensburg State College 
Slippery Rock State College 
South Alabama, University of 
Southeastern State College 
Southern Colorado State College 
Southern Mississippi, 
University of 
Southern State College (Ark.) 
Southern State College (s.o.) 
Southern Utah State College 
Southwest Missouri State 
Co 1 lege 
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Southwest Texas State University 
Southwestern State College 
Stanislaus State College 
State University College 
Buffa lo 
Geneseo 
New Paltz 
Oneonta 
Potsdam 
Stephen F. Austin State 
Un Ivers i ty 
Tennessee, University of 
Tennessee Technological 
University 
Texas Woman's University 
Towson State College 
Troy State University 
Valdosta State College 
Valley City State College 
Wayne State College 
Weber State College 
West Chester State College 
West Texas State University 
West Virginia Institute of 
Technology 
Western Carolina University 
Western Connecticut State 
Col Jege 
Western Kentucky University 
Western' Michigan University 
Western New Mexico University 
Western State College 
Westfield State College 
Wichita State University 
Winston-Salem State University 
Wisconsin State University 
Eau Claire 
Lacrosse 
Oshkosh 
Platteville 
River Fat ls 
Stevens Point 
Superior 
Whitewater 
Wright State University 
Youngstown State Yn.ivers i ty 
•, 
APPENDIX B 
~ 
CATALOGUE DATA FORM 
NAME 1 2 3 4 
Major-Humanities (Maj /Req/F ree) Degrees BA 
BS 
E I t g I b I 1 t ty for Graduation 
A 
B 
:c . 
D 
Credit Hours Required 
BA 
BS 
Major-Math t Science (Maj/Req/Free) Type Major Concentrations 
A 
B 
c 
Minor Required 
1 No 
Yes 
If Yes, No. of Credits 
Non-Traditional or lnterdis. Majors 
Major-Social Science (Maj/Req/Free) 
. 
·. 
General Education Requirements (BA)._ 
Miscellaneous Requirements (BA) 
General Education Requirements (BS) 
Miscellaneous Requirements (BS) 
Tot. Gen. Ed. Credit Hours. 
Advanced Placement 
BA 
BS 
Structure of Academic Calendar 
Type of Grading System 
Personalized or Comprehensive 
Learning Experience 
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Yes 
No 
.. 
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